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USING CONVERSATION ANALYSIS TO EVALUATE PRE-SEQUENCES
IN INVITATION, OFFER, AND REQUEST DIALOGUES IN ESL TEXTBOOKS

Suzanne Graham Bemsten, A.M.
Division of English as an International Language
“University of Illinois at Urbana-Champaign, 2002
Irene Koshik, Adviser

Textbook dialogues are used to provide models for conversation and to introduce
new functions and structures. However, many of these dialogues lack authenticity because
they are often based on native speaker intuition and rules of written language, rather than

_research about spoken language use. This thesis uses conversation analytic (CA) research
on a particular practice of organization in talk--pre-sequences--to evaluate texfbook
dialogues and make recommendations for their improvement.

Pre-_sequenées, such as pre-invitations (e.g. What are .you doing on Friday night?)
and th¢if responses, are used to show speakers how othefs Iﬂight respond to projected
invitations, offers, or reduests. Althéugh pre-seqUeﬁcés are commonly initiated as a
strategy to avoid rejection, they are rarely included in textbook dialogues. In this study, I

~examined 68 dialogues from 22 ES_L integrated skills and conversation textbooks. Of the
36 invitation dialogues, only one exercise and three dialogues contained pre-in\}itatiOns.
None of the 9 offer dialo@es contained pre-offers and of .the 23 request dialogues, only one
exercise and -3 dialogues contained pre-requests. Of the dialogues which contained pre-
sequeﬁces, many were interactionally inadequate. Euﬂher, althbugh a few textbooks
contained implicit models of pre—seQuences, fhey lacked explicit teaching about the form
and function of pre-sequences. In éddition to presenting the resﬁlts of this research, I make_
recommendations for teaching about pre-sequences by adapting and éﬁpplemeﬁting

textbook dialogues, as well as training students to collect and analyze natural language.

This thesis also has implications for CA research and for second language acquisition.
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1. INTRODUCTION

.1.1 Introduction to Study
Conversation Analysis as a Resource .for.L.anguage Teaching

“A model conversation offers initial practice With the functions and structures of the
lesson,” Molinsky and Bliss (1995) explain in the teacher’s introduction to the ESL
‘textbook ExpressWays, Level 4 (p. xv). This illustrates the most common functions of
fextbook dialogues: first, to provide a model for conversation and second, to introduce new
functions and structures. However, these'two eims-can be contradictory. The effort to
introduce certain functions and grammatical structures oﬁen resulté m diaiogues that sound
- unnatural. As Carter (1998) explains “‘in some successful coursebooks, rather Fhan the.
dialogue taking precedence over.the linguist’ic.fedtures to be learnt;.the language teaching
points take precedence over.the reality of the dialogue” (p. 46)

Another reason that textbook dialogues fail to provide an accurate model for -
conversation is that they are often developed baeed on native-speaker intuition. Wolfsod

(1989) explains that native-speaker intuition is not a reliable source of information about

language use:

It has been demonstrated many times that when native speakers are asked to explam
or to identify forms which they or others in their community use in a given speech
situation, their responses do not necessarily coincide with speech behavior which is
actually observed and recorded. (p..37)

" The results of a study conducted by Wolfson et al. (1983) supbort this claim. In this study,

o

native spea-kefs- of American Englishuwere asked to explain how to make invitations. These

speakers’ explanations were compared with observations of actual interactions. Speakers



reported using forms that they never were observed using in interactions. Further, speakers
even negatively evaluated forms that they often uséd in interactions.'

This inaccuracy of ﬁative-speaker intuition, as Well as the fact that ‘materials for
feaching spoken languz;ge are often based on rules of written language, causes problems in -
the desigﬁ of materials. to teach English language skills to nonﬁatiy_e speakers. Wolfson
(1989) states:

Given that there exist very few empirically based descriptions of native speaker use,

it is not surprising that these materials are themselves based on grammatical rules

derived from analyses of the written language or, as is often the case, from the
‘ | intgitions of the authors. (p. ,43)
Other res_c:archers (Barraja-Rohan, 1997; Burns, Gollin, & bec'e, 1996, 1997, _Cartef, 1997;
McCarthy & Carter, 1995) have also pointed out this problem of creating materials for
tea-ching speaking based on.th’e grammar of writtén rather than sﬁoken-language. _

Co;lversafion- Analysis (CA), which originated'as a branch of s'oci(')logy,. offersa
research methodology that can overcome the problem of relying on native speaker intuition

~and grammaré of written language for informatioﬁ about spoken language use. CA
-researcheré reject data collection methods such as interviewing participants about language
use and askipg participants to fill out discour_s¢ completio_q questi(')rma‘ires, as these
methods look at people’s attitudes and beliefs abou_t talk rather than th people actually
talk (Heritage, 1984). Rather, CA researchers record and analyze naturally QCCUmng
everyday conversation and other forms of talk. .

T.h:oqgh this analysis, CA researchers have found that although on the surface
cé'nversation may appear random, cpnversatibn is in fact orderly. On‘é example of the

orderliness of conversation is recycled turn beg'mnings (Schegloff, 1987). When two
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speakers are bc,ompeting'for a turn in talk, they ofté_n speak in overlap. Schegloff found that

. the speaker who is still spéaking after the overlap often repeats or recycles word for word
the part of talk that was obscured by onerlap. At ﬁr_st glanée, it may appear that tl_lis talk 1s
disorderly: speakers are talking at thé same time and _ﬂ_len repeating themselves rathér than
speaking in well-planned sentences.A -However, the fact that sbeakers regularly regyclé turn
beginnings in order to overcome hearing problems cauéed by overlap is evidence that talk

: .is orderly. This apparent “mistake” in speaking is in fact a mechanism used to-solve turn-
taking problems. This detailéd analysis of recycled tum Eeginnings was only possible by
examining recorded con__ver_sation and would have been missed with interviews or disc,o__,urse.'
,c_orﬁplction questionﬂaire_s_.

With the emphasis on communicative language teaching and fhc call for more .
authentic second language teaching materials (Burns., qulin, & Joyce, 1996, 1997; Carter,
1998; Cathcart, 1989; Croo.ka'll, 1984; McCarthy & Cafter,l99,5__; Porter &Roberts, 1987;
Rings, 1986, 1992; Slade & Gardner, 1993) there is great potential fovr tﬁe hpplication of:
CA research to ’deveilop more authentic_te\aching materials. Carter (1998) characferizes-

-textbook_dialogues as |
... heat, tid:y, and predictable, utterances are almoslt‘as cofnpléte as senten.ces.,‘. no-one
‘interrupts anyone else or speaks at the same time as anyone else, and the questions
and answers are sequenced rather in the manner of a quiz show or court-room

interrogation. (p. 47)

As textbook dialogues offer implicit models of natural éonversation, they could be
im[-)rc)-Qed 1f they ;vere informed by CA reseaféh, which pfo.x/ides exampies of spoken
: grammar andliincludes details such as overlvap.. With this goal in mind, some researchers '.

hav¢ compared aspects of conversation described by CA research with language teaching
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materials (Hanamura, 1998; Scott, 1987; Scotton & Bemsten, 1988; Wong, 1584, in press).
This comparison has demonstrated major differencés between textbook dialogues and
natural conversation. Some examples of these differences will be outlined below. .

Even though this research has shown that textbook dialogues fail -to provide
accurate models of natural conversation, little change has been made in published
materials. When Wong conducted a study of telephone dialogues in 1984 and forthcoming,
she found many of the same problems with the textbook rdialogues. Wong used CA
research to evaluate the opening sequences of ESL textbook telephOne'dialog\t’es. While
naturally occurring telephone conversations regularly containsequenees such as summons-
answer, identification, greeting, and how are you sequences, none of the textbook dialogues
: exnmined contained all of these core sequences. Many of the dialogues were missing some
of these sequences or contained sequences fthat were incorn'plete ot'problematic.

In another stud;t of telephone dialogues, Hanamura (1998)‘ cornpared telephone
closings in Japanese language textbooks used in Australian Ltniversi-ties w1th telephone
closings in natural conversation. Of the 8 dialogues she examined, telephone closings were
absent in half of the dialogues with more emphasis placed on telephone openings. In
aodition, terminal expres.sions often occurred without any pre-closing. Finally, as most of
the dialogues occurre‘d in business settingo,_ there wo.s a lack of variety in terminal
expressions Ltsed in the dialogues, leaving students with little guidance as to how to close
more informal everyday conversations.

Scotton and Bernsten (1988) also applied insights ftom CA in comparing natural
language used to give dlrectlons with ESL textbook dialogues. They found that textbook

dialogues contalnlng directions usually include only three parts: a request for directions, the



-directions, aﬁd thanks from the direction-seeker. However, in natural conversation, much

- of the direction giver’s talk is composed of talk other than the actual di.rections, such as
orientation and confirmation checks. "Also, the requesAt for directi'ons is usually respbnded

' to.with an opening such as a question repeat, an interjection, or a pause before the

directions. Finally, natural conversation usually.ends with a pre-closing and theﬁ finally, .a

- closing.

- Scott (1987) compared requests for action in natural convereapion and ESL textbook

'&ialogties. 'She examined request sequences for features such as pre-reqﬁests and found
that while some dialogues prbyided somewhat accurate models of natural conversétion,
there was little d_irectvinstruction ab‘o'ut the form o r function of these sequences. Seo_tt
argue_ev__th_at an implicit model of natural cqnveréa’tiqn is not e_nough, a more.direct approach
to Ji__QS.FfPFFiOD is necessary:

Even if the material presented to students épproximates'to authentic spontaneous

’_conversational interaction ... there is usually no attempt to highlight explicitly the
way native speakers accomplish interactional goals, an analysis that would riot only

help language students but would also beneﬁt teachers... (p. 4).

Richards (1990) divides approaches to teaching speaking into indirect and direct
approaches. Communicative language teaching falls into the indirect approach which
attempts to set up opportunities for students to speak in the classroom which are similar to
teal life'ef)eéki'n’g situations. In contrast, the direct approach is more like approaches to
teaching grammar where instructive feedback is given about the form of conversation. -

Béyond usmg CA to inform Ianguége teaching materials; CA canbe used in a direct
dﬁproééh fo teachi_ng conversation to explicitly teach students about the ‘structure

underlying conversation. While grammar is often a focus in the language classroom, the



structure underlying spoken language has rarely been taught in the language ciassroom, as
many languége teachers are unaware of this structure. Celce-Murcia, Démyei, énd Thurrell
(1997) argue for a more direct approach to teaching speaking by “integrating research
results from oral discourse analysié, conversation analysis, communicative competence
research, intérlanguage analysis, language iﬁput analysis, sociolinguistics, pragmatics,
| cognit'ive psychology...” (p. 144). F urthep, Geluykens (1-993) advocates using conVers_éﬁ'oh
analysis as a “framework for making explicit some of the ‘rules’ ‘opérating in
conversational discourse, which in tﬁm could be useful for t'eacﬁing purposes” (p. 144).
Still other researchers -(Démyei & Thurrell, 1994; Eggins & Slade, 1997, Geluykens, 1993;"
Hiillen, 1'9:86; Sze, 1995) recommend a direct approach to 4teach_iﬁg such conversational
structures and functions described by CA as conversation openings, turn-taking, é(:ijac::ency
pairs, repair, preferred and dispreferred responses, pre-closings and closings in both face to
face and __tc}l,gp@one_:talk. |

' '5_."}?-{';'14r"r%51j:achf)-hén'(1997) 'cxplainé tha_t students should q_o__t only b¢: ;enc'ouraged to talk
in conversation class but also be “taught ho'v‘(r conversation works and how particip}mts
manag_é _tal'lg-eir}-:int_erz_ictiqn"-(15. 74). She further explains that the traditional linguistic focus
of tgaghin,_g'functiqu as a list of phrases needs to be expanded to includ;a‘interactiqn. She
argues that an interactive approach would:include teacﬁing aspects such as the sequential
position of functions in interaction, as well the form and function of pre-sequences such as
pre-invitations and pre_-reque_#s. Scotton and Bernsten (-41988') also argue that .ESL
ins,t_ructors» must prepare students to meet cognitive-interactional demands, specifically in

the case of askigg:for and giving directions. Sfudeﬁts must be able to listen for which part



of the talk is directions and Which part is peripheral, as well as be prepared to interact with |
the direction-giver by responding to orientation and coriﬁrmatioln checks.

In order for ESL teachers to be able to teach more aboﬁt interaction in the language
classroom, they need to be made aware of the findings of CA research. With some
. knowledge of CA researcﬁ findings, teachers will be better able to teach‘stludeﬁts to be
obse;rvérs and investigators of lénguage use both inside and outside of the classroom.
Buﬁs, Gollin, and Joyce.(1997) suggest activities that encourage students to investigate
language use. They explain that students can transcribe a part of 'a'.spok_en text, filling in
parts like “backchanneling” or transcribe their own talk and look for features such as length
of turn and overlap. - Mc_Cart-hy and Carter (1995) also advocate this type of approach:

4clllaracterized by the use oftexts rather than invented sentences, by being based ona

scrutiny of real spoken data and by including tasks and.questions designed to
enhance both awareness of language and a questioning approach on the part of the
learners. (p. 214) ‘
In orcie‘r to learﬁ more about language use, Riggenbach (1991, 149994) suggests fhaf students
* record and transcribe conversation outside of the classroom and thgn analyze the
conversation in the classroom from a variety of perspectives, including-conversation
analysis.

One conversation textbook has been written which uses authentic dialogues‘and is
based oﬁ CA research, as well as politeness pragmétics. Barraja-Rohan and Pritchard’s
(1997) Beyond talk: A cour.fe in communication ar_td conversation for-intermediate adult
learners of English teaches students concepts from CA through videotaped authentic

conversations or unscripted roleplays. Students learn these concepts by watching dialogues



and examining transcripts that contain overlap and pauses, featﬁres rarely present in
traditional textbook dialogues.

Although this book .includes some samples of British and American English, it is
based primarily on Australian English. In the future, more conversation textbooks ba;sec-l on
CA research need to bé written for additional vatieties of English, as well as for other ’

languages.

Statemerit of Purpose
This thesis has the dual purpose of introdicing CA research on a particular practice
of organization in talk, pre-seqt;ences, to langu';ge teachers and textbook writers and using
' thlS inff);rnzilt;on on pre-sequences to evaluate and suggest improvements on textbook
dialéégés;"'-First, [ will present CA research ai)out the use 0f pre‘-’seque"ric'c;s m conversation.
Then I willu'use this CA reseérch to ev#lu#te the use of pre-sequences in-in‘yitation, offer,
and re’quclzs;t' sequences found in textbqék dialogues. Finally, I will make recommendations

for the improvement of second language teaching materials based on these findings.

1.2 Literature Review
Sequence Organization
Talk is organized arouﬁd sequences of action. Schegloff (1995) éxplains, “a great
deal of talk-inéinteracﬁon—perhgps most of it—is better examined with respect to action
than With-resp-ect- to topicality,-‘ more for wﬁat— it is doing than for what it is about” (p. 1).
For example, if you aék a friend for acar ride home, this talk is better described‘as “doing a

request” than talk on the topic of cars.



Sequences are turns of talk from the beginning to the end of a course of action
(Schegloff, 1995). As talk is organized by sequenees, it is important for co-'participanté to
constantly inspect talk for the implications it has for upcommg action. As Schegloff and
Sacks (1973) explam co-participants must constantly ask, “Why that now?” Co-
participants must try to determine why “that” (a particular utterance) is being done ‘;nowf’
(at that particular plece in talk). For example, a-particular utterance “what are you doing-

this weekehd?” can be used at a particular place in talk, such as after the opening of a
conversation, as a pre-invitation, a way to get an idea about how a participant will respond
to-an invitation. Se when a participant hears such an utterance near the beginning of 4a.
conversation, this utterance is often interpreted-as coming before an invitation. At another
place in the talk, this same utterance might be interpreted as a simple information question
about a participant’s weekend plans.

Once the utterance has been interpreted, as in the example above, as comtng before
an-invitation or as a simple information question, a response becomes rele%/ant. In the case
of a pre-invitation, the participant must give informtition ahout their availabihty, in the caee
ofa simple. information question, an answerabout plans beeorhes relevant. Speakers

unconsciously monitor and interpret these turns of talk in conversation.

Aa'jacency Palrs

One basm unit of sequence construction is the ad]acency oalr (Schegloff & Sacks
1973) Much of talk 1s based on adjacency palrs Adjacency palrs are composed of a pair
' _of turns that_ are related to each other in the following ways. The ﬁrst pair part of the |
adjacency pair, soch as a question, ihitiates an aetion. The second pair part, such as the

answer, responds to the initiation. The pair parts come in a predictable order; for example,

17



the first pair part, the question, precedes the second pair part, the answer. Some examples
of common adjacency pairs are question-answer, greeting-greeting, and invitation-
acceptance/rejection.

While the order of parts in an adjacency pair is constant, first and second pair parts

- are not always.adjacent. Additional turns related to the action initiated by the first pair part

can come-before, between, or:after first and second pair parts. These are called pre- : .

‘expansion, insert, and post-expansion sequences respectively. The following description

- will.be limited to pre-expansion sequences in invitation, offer, and request sequences.

These three types of sequences were chosen because they are commonly found in a variety

ofilevels of language teaching materials and they demonstrate differing preference -

structures.

Preference Structure

Before discussing pre expansions, an explanatlon of preference structure is

'necessary Schegloff (1995) explains that for some adjacency pa1rs only one type of

,second pa1r part is poss1ble such as, greetlng greeting or farewell farewell However, for

most ad_|acency pairs d1fferent types of second pair parts are poss1ble These second pair
parts differ in their allgnment with the action proposed by the first pair part For 1nstance

if the first pair part is an invitation, then the second pair part could be either an acceptance

ora rejeCtion. In American English, an acceptance isa preferred response because the

speaker allgns w1th the invitation made in the first pair part In contrast, a rejection isa
d1spreferred response because of its fallure to allgn with the invitation (Pomerantz 1984)

With preferred or d1spreferred responses, speakers are not necessarily aligning or

10 18



disaligning with the person who produced the first pair part, only with the action proposed
by the ﬁrst—parc part.

" Preference structure descﬁbes the structural relationship between parts of a-
sequence. It is not a psychological concept but a social one.'_ Sometimes psychological |
prcference and preference structure coiﬁcide, but this 1s not always the case. Schegloff
(1995) explains: |

..many have had the ex’b’erience of inviting to a social or‘-fa'rrﬁl'y:-afféif someone
~who “must be invited,” but whom nobody wants to come. And the person rece1v1ng
the invitation may quite dislike the people who will be at the affair and mivch
“prefer” to miss 1L_ .And yet, come the event, they are Fogethe; (p- 58)
Even fhbugh fﬁe sthctﬁral'ly preferred i"esponse to an ihvi;féfion is .an'E acceptance, in the
case déscribed above, thé pérson who made the invitation would 'ﬁér’scneﬁly “préfer” the
recipient to reject the invitation.
In general, aligning actio'ﬂ.é, such as aCC'eptanccé; agreements, and grantings ate’
preferred second pair parts. However, there are sorie exceptions. Pc;nera;ifi' (1984) ‘shiows |

. that with'self-deprecations, disagreement is preferred:

Self-Deprecations

(1) Preferred Response: Disagreement

(SBL: 2.1.8-8) (Pomerantz, p. 84)

B: I was wondering if I‘d ruined y r-weekend’ {by uh
A: > [No No. Hm-mh.

2 No. I just loved t:o have-.. .-

W N

In extract (1) above, the preferred response. is to disagree with the self—deprecation. In

addition to self—deprecations,Schegloff (1995) gives another example where preference

11
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structure is reversed. Although offers usually “prefer” acceptance in American English,
there are some offers that “lprefer” rejection. Fo-f example, when someoﬁe asks, “Would-
you like the last piece of pie?” the preferred response Would‘ be “no”" (p- 56).

As explaiﬁed above, ﬁrst pair parts have a structural preférence for a specific type
of second bair part. ‘In turn, second pair parts display an orientation to this prefererice by
being done in preferred or dispreferred manners. Preferred‘ or dispreferred tutn shapéé";r’-eﬂ
chaggggggized byl§tructy1ral similarities: in Pf_?fé}'r:?d_?{9@-.(11?Pref_e“ed‘F¢A§PQQ§¢S. %gross
“different action s)é_quences such as 'm‘vitatidﬁéjzjl‘ff_(lz_fo'ffer‘s (Ifbme_rér}tz,. 1984 Sack51987 1
[1973]). As démonstrated i extracts (2) and (4) below, 'the-‘bféfe;ré“d' turn éhai)“é" design is
dire,_’_c_,t_l.t_ It is degi_gned to leave l‘ittl_eA er 00 pause bgﬁy¢§p the pquio_gs turn and sometlmes |
even overlaps w1th t_hlel. p;qvious turn. In contraszgtl,{gis: gl@zrponétratgq: in extracts (3) jc__lgd (5) '
below, the design of disprefeﬁed turn shape is less direct and _inqludgs E_):aus_qstfz:ig}d |
hesitation, as well as accounts or explanations for the plart}ic:ipapt’_‘ss ii:qablility tf)__giy_g a
-preferred response. Other features 6f diSprcfcrregl turn shape include pqufa:c.es“suc‘h as “uh’
or “well”, token agreements, aépreciati(_)ns,f_and gp_ologies. All of these featureslse.:r.\{q_lto. o
delay the rejection component. However, even when the rejection finally comes it is often

‘mitigated, qualified or indirect (Levinson, 1983).

Invitations

(2)  Preferred Response: Acceptance
(SBL: 10:14) (Heritage, 1984, p. 265)

1 B: Why don‘t you come and see me some([time
2 A~ . - [I would like to

12



(3) ' Dispreferred Response: Rejection |

(SBL: 10:14) (Heritage, 1984, p. 266)

1 B: Uh if you’d care to come over and visit a little while this
2 morning I‘11l give you a cup of coffee. '

3 A: —hehh Well that‘s awfully sweet of you, I don‘t think I can
4 -2>make it this morning hh uhm I‘m running an ad in the paper
S 2and-and uh I have to stay near the phone.

Offers

(4)  Preferred Response: Acceptance

(Bookstore, 2,1:107) (Schegloff, 1995, p. 28)

1 Cathy: -I'm gonna buy a thermometer though [(because I=
2 Les: . (But-

3 Cathy: =think she’s [(got a temperature).

4.. Gar: : [We have a thermometer.

5 Cathy: (Yih do?)

6 Gar: ‘Wanta use it?

7 Cathy: SYeah.

8 - (3.0)

(5) Dispreferred Response: Rejection
(Her:0II:2:4:ST:detail) (Heritage, p. 273)

H: I mean can we do any shopping for her or something like
tha:t?
(0 .7)
S: Well that'’'s most ki:nd Héathértgg -hhh At the moment no:.
>because we’ve still got two bo:ys at home. : :

s W N e

The prqfcrrqd_ytu;n shapé is demoﬁst;étgd in éxt;ract (2) above as line 2 overiaps with
line 1. Extract (4) provides another example of preferred turn shépe. In line 7 of extract
(4) the offer is accepted immediately with no v_gap‘_vaftefr‘ t};e_ prc_vi_éus turn. In contrast,
dispreferred turn shape is demonstrated in extraﬁt (3) above. When A rejects the invitation, :
the turn is slightly delayed by a laugh token, the use of “well,” and a show of appreciation.”

" Then A mitigates the rejection claiming that she is not completely sure she has to reject the

invitation, “I don’t think I can make it”.? Next in lines 4 and 5 she goes on to give an
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account for why a preferred resansé is not forthcoming. Extract (5) above also provides
an example of dispreferfed turn ;hape. There is a pause immediately after H’s offer. |
Before rejecting the offer, S’_s response starts with.the preface “well” gnd_pontinucs with an
appreciatiqn of the offer. Then there is an inbreath that_ further_delays the fejection, a
rejectibn that is mitigated “at the monient no:.” and finally an account for not accept?ng the
offer.

In addition to pauses and accounts, another feature of dis_pref_efre‘d turn shape is that
én utterance does not directly address the prei/ioqs turn (Drew, 1984). 'For exampig, in
éxtract (6) below C had previ'o'us'ly offered to give I a ride to Syrécuse. In exttﬁct ©),C

~calls I to explain that he will ’not'bé aﬁle to prov-id'e’ aride anym(.)-re. In respon'.sé,: I proposes

another time for the trip to Syracuse which acts as a réquest for a ride a different time.

6) Dispreferred Turn Shzipe

(Trip to Syracuse: 2). (Drew, p. 134)

1 I: How about the following weekend.
2 (0.8) ' '

3 C: =>.hh Dat‘s the vacation isn‘t it?
4

I: -hhhhh Oh:. .hh Agright so:- no ha:ssle,
When I asks “How ab_but the following weekend.” C replies with “hh Dat’s the vacation
“isn’tit?”. Here C avoids stating what the implications are for I's request, namely, that he
cannot go on the trip during vacation. This response shows additional features of

dispreferred turn shape with the 0.8 seCo:nd'.pﬁuse after I's request.
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Pre-Sequences

Preference structure can help to explain the function of certain types of pre-
sequences. Pre-sequences can come before different kinds of first pair parts such as
invitations, offers, requests, or announcements. These types of pre-sequences are used in ’
. an attempt to avoid dispreferred responses. Schegloff (1995) explains this interactive
function of pre-sequences:

The initial turn of a pre-sequence (like a pre-invitation) does t§v0 things: it projects

the contingent possibility that a base first pair part (e.g. an invitation) will be

produced; and. it makes relevant the production of a second pair. part; namely a

response to the pre-invitation. And it is on this response that the projected
occurrence of the base first pair part (e.g. the invitation) is made contingent.

A(p-2D)

In other words, a pre-sequence l¢ts the co-participant know that a first pair part proposing a
certaiﬁ type of action, like an invitation, may be coming. Also, the initial turn of a pre-
sequence makes a response relevant./ Most importantly, based on the positive, neutral, or
negative response to the first pair part of the pre-sequence, the speaker can decide whether
or not to produce the ﬁrst.pa'ir part.of the base séquence, i.e., the invitation, offer, etc. This
way the speaker can avoid a dispreferred response by producing a first pair part of the base
sequence-only if he/she has eVidenpe that the action proposed by the first pair:partl Will.
receive a‘preferred response. In extract (7) below, the caller, Nelson, produces the ﬁrst.pair
‘part-to an invitation in line 6; only after he has evidence: from line 5 that the invitation will
be ai:cépted. The pre-sequence is shown with single-headed arrows, the first pair part of

-the'base sequence with a double-headed arrow.
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@) Go-ahead response to a pre-invitation

(CG, 1, Nelson is the caller; Clara“is ¢alled to the phone)
(Schegloff, 1595, p. 22)

1 Clara: Hello

2 Nelson: Hi.

3 Clara: Hi.

4 Nelson: “>Watcha doin‘

5 Clara: ~>Not much.

6 ‘Nelson: ->>Y‘wanna drink?
7 Clara: Yeah.

8- Nelson: Okay.

Nelson does a pre-invitation with “Watcha doin’” and Clara responds with “Not:much.”
Nelson takes this‘as evidence that an invitation will be accepted and produces.the first pair
part “Y’wanna drink?”. As Nelson ¢ould predict from Clara’s response, he receives a

preferred response “Yeah.” in line 7 and his invitation is accepted.

Generic and Type-Specific Pre-Sequences
Pre-sequences.can be either generic or.type-speciﬁc.-With. generic pre-sequences,

the recipient ¢annot predict what type of sequence is yet to come. -Generic pre-sequences,

-summons-and answer sequences, are used to get the attention of a co-participant. In order

for interaction to begin, the speaker needs to make sure that they have their co-participant’s

atterition.- Summons-answer sequences are a type of pre-expansion of a sequence because

. the action done by the turns that come before the first pair part are relevant to the first pair

part. The first pair part of the adjacency pair only has a chance of success if the participant
can first gain the attention of the co-participant. In extract (8).below, before Don makes a
request to have food passed to him, he summons Jerry in line 5 in order to get his attention.

After Jerry responds by looking up, Don makes his request in line 7.
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(8) Generic Pre-Sequence: Summons;Response

(Chinese Dinner, 25:20-27, simplified) (Schegloff, 1995, p. 46)

1 Beth: =(um) in [iz life [y'know,.

2 Ann: ' [Mm-hm? [ -

3 John: ' [ ({cough))

4 Ann: ‘ [ Mm~hm?

5 Don: - DHey Jerry

6 Beth: An‘’ it-[he- he- it~ ] -

7 Domn: [Will you pass] that uh,
8 . Jerry: Uh this: )

9 Don: This one here,

1 (0.5)

..o

While generic pre-sequences do not allow the recipient to predict what type.d:f— ‘

. scquen(;c is ."yet to come, type-specific prc—scquericés project specific first pair parts such as
invitations, offers, and requests. As with generic pre-sequénces, tybe%peciﬁc pre¥'s¢qhén'c:e
tums comeé before projected base first pair parts. For example, in'extract (7) above, the pre-
sequence turn “Watcha doin’”’ comes before the first pair part of the invitation in line 6
“Y’wanna drink?” This pre-sequence turn is relevant to the action projected 'by the first
pair part, an ini?itétion}becatise théfesponsé helps Nelson establish whether Clara is freeto
accept the invitation.  In the following sections, [ will describe three similar type-speciﬁc
pre-sequences: pre—invit‘ativ‘()ns, pre-offers, apd pre-requests. [ will then des¢ﬁbe a different

kind of type-specific pre-séquence, the pre-pre sequence.

Pre-Invitations
As discussqd above, one type-specific pre-sequence is the‘prf:—invita-tion. This is
often placed near the 6pening ofa conv_e‘rsatioh but could be plaééd—sequentiéify :before the
| closing. “Are you doing anything? lWhat‘ are you doing this weekend?” are typical pre-
4‘invitations (Schegloff, '19'95)' In order to avoid a dispreferfed respdn'ée‘,‘ peoblé often use

pre-invitations to get an idea about how a participant will respond before they make an
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invftation. The response to the first pair part of a pre-invitation helps the speaker determine
- whether to produce the ﬁrst pair part of the projeétéd adjécency pair, the invitation.
Schegloff (1995) describes the possible responses to pre-invitations, and in fact, all pre-
sequences, as go-ahead, blocking, or hedging responses.

A go-ahead résponse encourages the speakér to produce the relevant ﬁrstpair"part.
of the base adjacency pair. Extract (7) above providesan examble of a go-ahead respbné’e
to a pre-invitation. After the exchange of greetings, qu_s_gpj_o@qr;swgﬁe first pair part of the
pre-sequence in line 4, “Watcha do_in”f ’an_d,rcceive}s' the r:cp__ly,_':z} '_'go/faheéd response, ig line
5, “Not much.”.. Clara’s response that._,shé is not bﬁsy encourages Nelson to produce the_
first pair part of an invitation, “Y’wanna drink?”.. This. iﬁyi@tigg is accepted immediately .
in line 7. . |

" In contrast to a go-ahead response, a bloclging response can discourage the

production of the relevant first pair part. Extract (9).below shows.a blocking response to a

pre- invitation. .

(9) Bloéking resp'(').nse to a pre—ih.vitafion

(SB, 1, Allen and Judy are marriéa} John'isldudygé fellow student)
(Schegloff, 1995, p. 23) :

1 Allen: Hello? :

2 John: Yeah, is Judy there?

3 Allen: " Yeah, just a second.

4 o ((silence))

5 Judy :. Hello,

6 John: Judy?

7 L Judy U Yeah,

8 John: John Smith

9 . Judy: Hi;John .- . . S Lo
10 John: Ha you doin-<say what 'r you doing.
11 Judy: 2Well, we‘re going out. . . o N e
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John does a pre-invitation in line 10. Schegloff (1995) explains “the caller asks just at the
possible end of the opening (after the greeting exchange) what the recipient is doing, and
this is a way of doing a pre-invitation...” (p. 23). After J ohn’s pre-invitation, Judy- |
responds in line 11 with “Well, we’re going out.”. This shows that Judy is not available to
accept an i_nvitation, which potentially;blocks the invitation. However, later we will:see
that Judy extends her response to produce a different kind of response, a hedging response.
In addition to a go-ahead or blocking response, there can also be an interxnediate_or
hedging response such as “why, uhm—possibly” (_Scheglof-f, -1,9_95); ‘When a recipjent
~tesponds to the first pair part of a pre sequence with “why”, they are show1ng that they
recognize the talk is related toa pI'O_]CCth first pair part, but their. response will depend on
the 1nv1tat1on, offer, or request.. In this case, the speaker can either, go:ahead.with ,the,ft_rs_t;.
pair part and risk a dispreferred response, respond w1th “no reason > and deny that any type
.._of action v was. be1ng iprvOJected, or say what the. 1nv1tat10n.wo-uld have been
Extract (10) below is an example ofa hedging. reSponse. A hedging4.r¢s2[:;o.nse can
come in the form of “why that was discussed above ora hedg1ng response can be a
, combmatlon of response types For example in extract (10) below Judy adds onto the
response that was considered a blocking response in extract ) and her response becomes.a

hedging' response. |

(10) Hedging response to a pre-invitation

(SB,1, continued) (Schegloff, 199:5, pP- 24)

P

1 Judy: - Hi John.

2 John: Ha you doin-<say what'r you dolng.

3 © Judy: '->Well, we're going out. Why. ’

4 " John: - >0h, I was just gonna say come out and come over here
] “and talk this evening, ([but if you re g01ng out you
6 can‘t very well do that. SR
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The trénsformatib’n of‘the blocking response in line 3 into a hedging response comes with
the addition of “why.” Although “Well, we’re goirig out.” raises doubt as to-Judy’s abi'lity
to accept the invitation, the addition of “why” raiseé the possibility that Judy may be able to
acc'epf the iﬁvifati'oﬂdepehding on what it:is. In lines"4 and 5 John reported what the
invitation would-have been “Oh, [ was just’ gonna say come out and Come'b?e( here and-
talk 'thié evening;”. This kind of reporting is a-common practice after a hedging or blocking
resboﬁse to a pre-sequence (Sch’egloff, 1988). However, John adds, “but if you’re going
out you can’t very well do that.” showing that h‘eiié uncertain-whether or not his invitation
will be accepted.

Before moving on to pre-offers, [ want to point out that the distinction BetW¢en '
réquests, éffers, and irivitzitions is ﬁot always clear. ‘Schegloff (1995)-éxplains:

Indeed, requests, offers and invitations form a set of action tyApe-si(with éssociated

. sequence types) which'can be difficult to diStinguish from one another. Invitations,

in this regard, often appear to be a particular sub-class of offers and thelr similarity
© in'various respects is then not surprising. (p. 27) ‘

The similarities between these action types can be seen in extract (11) below. In lines 4

" and 5, M tells R about a pléy that she and others have written. M portrays the play asa-

social event and gives specific information about the play such as the date the play will be

performed. R responds to this report by inviting herself to the play.

(11) Self-invitation, Request or Offer?

(MDE MTRAC:60-1: 3) (Drew, p. 142)

1 M: Ye:h I I wa:s, (. ) en n:ow I‘'m take- I have taken a leave
2 . en I‘m:uh (0.2)t I‘'m doing drug counsellng down in Venlce: .
3 (0.2) .

4 M: which I really (0. 6) ‘m crazy abou:t end as a matter fact

5 (0.3) we hev written a pla:y, en we er putting that on un
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the tenth'v December.
7 R: “Ken I go see it?
8 M: Love tuh s:- Oh: thet’d be great.

R’s self-invitation/request in line 7 can also be viewed as an offer to attend the playin
order to support M. Lines 1-2 and 4-6 can also be seen as a pre-request; M could be trying

to elicit an offer from R, rather than having to request R attend the play.

Pre-Offers

Pre-offers, similar to pre-invitations, afe turns used to assess the potential fate of an
qffer. As with invitations, offers can be withheld if a pre.-off‘ér receives a negative or . .-
blocking response: However, there is a major-difference between pre-offers and pre-
invitations. Schegloff stateé, “...utterance forms such as-‘Are you doing anything?’ have a
surface character strongly indicative of their use as a pre-invitation” (p. 28). - So while pre-
invitations often appear iﬁ predictable forms, pre-offers are turns that ¢an only be -
iﬁterpreted as pre-offers based on the context and the cultural knowledge (;f' the co--
participants (Schegloff, 1995). For example, the pre-offers “We have a thermometer.""Ain

: exfract (4) above and “You-you’re alright you can get there.” in extract (12) below are

understood are pre-offers only by examining them in a specific sequential context.

(12) Pre-offer
(Goldberg,?) (Schegloff, 1995, 29)

Peter: I'1l see ya Tuesday.

1
2 Marcus: = Right. .
3 Peter: * 0[Kay Marcus 1
4 Marcus: 2 [You- you’re allright [you can get there.
5 - ‘Peter: > {ye-
6 Peter: -> Yeah
7 Marcus: Okay
8 Peter: Okay
) 21




As with pre-invitations, pre-offers can receive go-ahead, hedging, or blocking
responses. A go-ahead response to a pre-offer can be seen in line 5 of extract (4) above.
After Cathy announces that she is going to buy a thermometer in line 1, .Gar states “We
' héﬂ(e a thermometer.”. Cathy responds-with a go-ahead response when she says “Yih do?”.

In another sequential environment this may not be seen as a pre-offer. Howéver, in this
. seqﬁence, Gar rr;entions that he has a thermometer that‘ is available after Cathy has
. expressed a need for a thermometer. In line 5 Cathy shows interest in the thermometer
with “Yih do?”. This is the go-ahead responsé that encourages Gar to make the offer,
“Wanta use it?” which is accepted with “Yeah.” in line 7.

A blocking response to a pre-offer can.be seen in extract (12) above. Peterand- -
Marcus are at the end of a conversation and they aré talking about a meeting they will:both
' attend. Peter chiecks to see if Marcus needs a ride in line 4 with a pre-offer “you-you’re
alright you can get there.” rather than by directly offering a ride. Ma;cué’s_ answer “Yeah”
is a blocking response to the pre-offer. Baséd on this blocking response, Peter does not go

on to make the offer that was projected by his pre-offer.

Pre-Requests -

‘Schegloff (1995) explains that the link between offer and request sequences is
“...the tmnéfer of something of value — whether_object, service, or information — from oné'
person to ano.ther” (p. 75). Offer and request sequences are alternative routes for this
transfer. However, these two routes are not equal. In the same way that some second pait
parts are preferred ovér others, some --fill‘St pair parts can be preferred over other first pair
parts. In the case of offers and requests, offers are preferred over requests (Sacks, 1992; -

Schegloff, 1979, 1995).
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One piece of evidence that offers are preferred over requests is that speakers
sometimes try to disguise requests as offers. In extract (13) below, Lotte tries to convince
Emma to come with: her to the hairdresser by “offering” to go along with Emma to get her

- hair done.

(13)  Request disguised as an offer

(NB IV:10, 41:17-35) (Schegloff 1995, p- 79)

1 Lotte: —)Don t chu want me tih come dow:n g_chu dlhmorr en

2 take ylh dow:n dih the beauty parlor?

3 _ (0.3) - .

4 Emma : What fo:r I jis did my hair it looks like pruh- a

5 perfessional. .

6 (0.3) :

7 Lotte: I mean uh: you wanna go'd the store er anything over et
8 ‘the Market {Ba:sket]er an] ythlllg"]

9 Emma : [. hmhhh ].thhh] .hhh .hlh W’1 HO [NEY]AH]

10 . Lotte: , [or ]Ri]lchard’s?
11 (0.2) ‘ ' a
12 Emma : I’'ve bou:ghtEVrythai:ng?

13 ' (0.9)

14 Emma - < If {you walnt ME TIH go ‘'t the beaudy pahler ah wi:11,
15 Lotte: [Oh °]

16 (.)

17 Lotte: W'l I jus thought m_xb we g‘d'gover duh Rlchard s fer
18 . lunch then after 'uh get muh hair fixed.

19 Emma : Awrliht

20 Lotte: Oka:y,

Inlines 1-2 Lotte offers to take Emma to the hairdresser. When Emma rejeots the-offer,
Lotte changes her offer in lines 7-8 by o_f_fering to go to the store with Emma. Finally,’ in
line 14, Emma exposes Lotte’s attempt to mask a request as an offer by statmg “If you want want
: ME TH go. t the beaudy pahler ah wi:ll,” ThIS attempt to present a request as an offer
pro\_/t_des evidence that requests are less preferred than offers.

Schegloff (1995) explains that there are differences in the orgamzatlon of
preferred first pair parts as opposed to preferred second pair parts. In contrast to extract

(13) above where the request and offer were done by the same person, altemative_ first pair
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parts of offers and requests are usually done by different parties. For example, if [ want to
request to borrow your car, T am the party who must.make the request, while you are the
party who would n‘eedlto make the offer. This can cause prr)blerris, as the preferred first
pair part needs to be initiated by a participant who may.not even be aware that a particular
action is relevant. | |

In extract (14) below, Abby has to meke one pre-request in line 9-:“'You ‘hav-e it you
say?” and then another pre-request in line 11 “I say do you have it?” before Beth finally-

produces an offer in line 14.

(14) Pre-request elicits an offer |

(SBL, ) (Schegloff, p. 86)

1 Beth:" And uhm I have her book

2 (1.0)

3 Beth: Have you read it?

4 Abby: I think I have seen her book, I don’t know whether
5 A I‘ve read it all or not. o

6 Beth: I Believe in Miracles

7 Abby: Yes,

8 Beth: And uh (I (have)—

9 Abby: -2 [You have it you say?

10 Beth: Uh I Believe in Miracles

11 Abby: 2I say do you have it?

12 Beth: Yes.

13 Abby: Uh huh,

14 Beth: >and I'd be glad to (.) let you have it (a week’'r two).
.15

Abby: . Yes I‘'d like to.

In the extract above, Abby’s pre-requests eventually elicit an offer. Abby seems to have
dela);ed makmg arequest in lines 11 end 13to prox;ide Beth with the or)portunit;' to make
the offer which she eventually makes. | H'(')wever,' if Beth had not understood line [lasa
pre-request at the time it was said, it is r;essible that an offer would ne\/er have been -rnade.'
The p.ref-erence structure for respOnses to pre sequences of less preferred first pmr

parts, such as requests, is different than for preferred first pair parts, such as offers. While

a go-ahead response to an offer or invitation is the preferred response, this is not the case
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with pre-requests. The most preferred response to a pre-request is a pre-emptive offer.

After this, the next preferred response is a go-ahead response (Schegloff, 1995). In' extract
(14) above, at first Abby gets a go-ahead response in line 12 and by withhoiding arequest, |
she eventually gets an offer in line 14. As stated earlier, Abby makes two pre-requests, in
lines 9 and 11, before she receives an offer. In line 13, Abby could have requested the
book as she has just established that Beth has the book.i -HoWever, she holds off on making, :
“a request wi_th .~‘°Uh~huh,’.’ and by waiting, an offer comes 1in the next turn, line 14.

‘Extract (145 demonstrates that pre-—sequenCes.,ar'e ;performed only: becéuse' of their
relevance to actions of proposed, or éotential ﬁ'rst pair: parts. .Ho_wever, this.does not méén
that pre-sequences are always followed by projected ﬁ:rst;-.pair parts.: In-fact; the use ofa - -
pre-sequence can pre-empt a projected first pair part as in extract (14). Altematlvely, when

_the first pair part of a pre-sequence receives a blociingl response .as m‘ line 6 of extract (12;
above, the speaker may decide not to produce the base first pair part of the adjacency: pair
at all. |

As seen in extract (14),_,th¢ most preferred response. to a pre-request is an offer. o
After this, the next-preferred re;ponse is a go-ahead response, which pr.ompts the.spea.l;er

* to make the request, as shown in extract (15).

(15)  Go-ahead response to pre-request

(SBL, ?) (Schegloff p. 88)

Abby: -)And uhm I want(ed) to ask too, do you st:111 have a

1
2 L . >copy of The Cro- ih Cross and the. Sw1tchb1ade'>
3 Béth: SYeah.
4 Abby : ->>May I read it again?
5 Beth: Yes, 'you sure may,
25
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In extract (15) Abby makes a pre-request in lines 1-2 by asicing if Beth still has a copy of

the book. Abby takes Beth’s response “Yeah:” in lirie 3 as a go-ahead and in line 5 .Abby

' makes the request “May I read it again?”. Beth grants her request in'line 5 with “Yes, you

sure may,”.

Merritt (1976) found that in'service encounters pre-requests are not used if

compliance is expected. In other words, the employee in the service encounter is being.

paid to fulfill your request, so a pre-request is only needed in circumstances where it is

uncertain if your request can be fulfilled. For example, in extract (16) below, the cuStomer '

wants to buy Malboro cigarettes. * A pre-request is used possibiy- because the:customer is

not sure if the store carries this brand of cigarettes or. if Malboro cigarettes are still in stock:

(16) Pre-request in a service encounter

" "(Merritt, 1976, p. 325)

1 o - Do you have Malboros?
2 S: Uh, no. We ran out

3 C Okay. Thanks anyway.
4 S Sorry

In line 1, the customer does a pre-request, “Do you have Malboros?”. In line 2, the
salesperson gives a blocking response, “Uh, no. We ran out”. So the request for cigarettes

is never made.

Pre-Pre Sequences
A different kind of type-specific pre-sequence is the “;.)rev—pre"’or the preliminary to
the preliminary. According to Schegloff .(1'980", 1995), this type of pre-sequence can come

in the form of questions such as “Can I ask you a question?” and “Can you do me a favor?”

‘These questions project specific base first pair parts such as a question or a request.

However, these projected base first pair parts such as questions and requests do not
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immediately follow the pre-pre. The pre-pre exempts what follows from being the
projected utterance.
Instead, an utterance such as “Can I ask you a question?” is followed by talk which
is preliminary to the base first pair part.
Pre-pre’s seem to exempt what directly follows them from being understood as the
base first pair part, and allows them to be attended to as prellmmarles to'the base
_ ﬁrst palr part, while providing recognition criteria for the base first pair part when it
amves ~le., it will be a questlon/tellmg/offer/request/etc (Schegloff, 1995, p: 40)
The use of the pre-pre marks the talk that follows as related to, but also prglimir{ary to, a
projected first.pair part, hence the _némc _‘_fp:rc-pre”., Pre-pres are type-specific because they
help the co-participant recognize the type of base pair that will follow.

While pre-sequences such as pre-invitations, pre-offers, and pre-requests are

~ designed to avoid a dispreferred second pair part, pre-pres are desigﬁed to establish some

Coqe s . R A S SR T A T R
~preliminaries before the base sequence is uttered. Pre-mentions and pre-conditions are two

types of preliminaries that can be pursued in fhe szice between a p're-pre”and th'e':l:;ése first
pair part. |

Extract (17)_'i)el<')w provides an examble of apre-pre who_s’e function s to ";‘.p're- :
mention.” This extract does not occur at the beginping ef the.conversation but after the

closing down of a previous sequence.

(17)  Pre-pre which “pre-mentions”
(#17, ST) (Schegloff 1980- 112)

Fred: -90h by the way ((snlff)) I have a bi:g favor to ask ya.

1

2. Laurie: Sure,..go‘head.

3 Fred: = ‘Member the blouse you made a couple of weeks ago°
4 Laurie: - Ya.

S ‘Fred: “Well I want to wear it this weekend to Vegas but my
6 mom’s buttonholer is broken. '
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7 Laurie: _ Fred I told ya when I made the blouse I'd do the
8 : ] buttonholes.

9 Fred: Ya ((sniff)) but I hate ta impose.

10 Laurie: No problem. We can do them Monday after work
11 Fred: Ya sure.ya have time?

12 Laurie: ‘I'm sure.

13. Fred: Gee, thanks.

14 Laurie: Okay well listen...

The pre-pre comes in ﬁne 1as Ffed says, “I have a Ln_g favor to ask ya.”. This receives a
go-ahead response in'.l_.ine'z' “Sure, go’head.” However, the 'rgques_t, which is projected by
the pre-pre dées not come after the g’éiahaad response. if\stgad, a “pre-mention” comes in
ljﬁe 3, when Fred asks if Laurie remembers the -blouse she made a few weeks ago. Then,
when F?ed is sure that Laurie is familiar with the'bloiise,' he makes a pre-request in line 5.

Sﬁrﬁlarly, a pre-'pre"czin_fu.ncti‘on to es'tall)'li:'sh'a “pre-condition” to the base first pair’
part. In extract (18) below, June is feili'ﬁg Mary a story in Which her status as a “born-again
Christian.” is important. g |
(18) ,;:.PFF.'PE which'establishes a “pr’e-cond;ltion”n

(Sugihara, 1977: 32-36) (Schegloff, 1980: 121)

June: I was readin’ the word one time an’ this guy sittin’

1

2 2 next tuh me I y'know ( ) an’ he said “Hey can I ask
3 -2 you someth1ng° Are you a Christian?”“Oh yeah, " “Why
4 don‘t [we uh

5 Mary: . . [He was readin’ the work next to ya?=

6 June: =No I was readin‘ the word and ‘asked me if I wuz a
7 Christian y”know :

8 Mary: - Uh huh=-.

9 June: ) =I said “oh yeah” an’ we started sha:ring and

- June is telling a story to Mary about her conversation with somebody else. In the
conversation June is reporting about, the man uses a pre'-pre,:'“qCaﬂ I ask you something?”
in line 3. What follows next in line 3 i_s'a question, “Are ydu a Christian?”’. However, this

" is not the question projected by the pre-pre. Instead this question establishes the condition,
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that June is Christian, before the man proceeds to the baée_ first piiir part “Why don’t we” in
lin_c_es 3 and 4. In summary, the pre-pre “Can I ask you something?” projects.a question.
Before the projected question, another questiqnimmediately follows the pre-pre, “Are you
a Christian?” This question acts as a pre-invitation because the resporisé to this question

will help the speaker _deiermine whether or not to proceed with the invitation. The

_projected question, the base first pair part of the invitation “why don’t we”, comes only

after the pre-pre and the pre-invitation.

Conclusion

Although pre-sequences for invitation, offer, and request sequences differ in minor

ways, they are all used as a resource for speakers to avoid receiving dispreferred second

pair parts or.malcing less preferred ﬁrs_t pgir parts such as requests. This is in 'conti*ast to
ppi:-pre’_s, which mark talk that follows as related to, but also preliminai'y :t.ol, a projected
first pair part. There is no research about how often inVitatiOné, offers, and requeésts in
natural conversations are preceded by pre-sequences; h"owever,'because they are d6n¢ to
perform speciﬁd 'functions, pre-sequences are an important resource for students to learn
about talk in interaction.

| In the next chapter, I will present dialogues from ESL textbooks and examine in
what ways they are similar to and different from tile invitat_ior_i, offer, and request sequences

presented in this chapter. In particular, [ will examine how often pre-sequences are

included in invitation, offer, and request seéquences, and if pre-sequences are included, how

they compare to pre-sequences found in natural conversation. Finally, [ will see if pre-pre

SCquehces are included in the dialogues, and if they are included, how they compare to pre-

pre sequences found in natural conversation.
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'1.3'. Methodology

In this smdy [ will examine dialogués from the textbooks listed below. I chose thése
textbooks because they represent a wide variety of textbboks on the market. They are
produced By a variety of publishers, for different levels of stu'dénts; as well as for both ESL
and E_I?L."settings. The name of the books that focus on teaching conversational skills will
be followed by an abbreviation for conversation,-C, while the integ"rated_‘sllci'lls textbooks'
will be followed by an abbreviation for integrated skills, I. |

Atlas 1: Learning Centered Communication (hereafter Atlas 1-I) (Nunan,199-5)

Atlas 2: Learning Centered Conununication (Atlas 2-I) (N uﬁan,1995) '

Atlas 3: Learning Centered Communication (Atlas 3-T) (Nunan,1995)

Atlas 3 Workbook: Leaming Centered Comrﬁunication (Atlas 3W-I) '(Nuriz:in, 19195.). |

Atlas 4: Leammg Centered Communication (Atlas 4-I) (Nunari,1995)

Beyond talk: A course in communication and conversation for mtermedlate adult
learners.of English (Beyond talk-C) (Barraja-Rohan & Pritchard, 1997)

ExpressWays, Level 1 (ExpressWays 1-I) (Molinsky & Bliss, 1995)
-ExpressWays, Level 2 (ExpressWays 2-I) (Molinsky & Bliss, 1995)

ExpressWays, Activity workbook 2 (ExpressWays 2W-I) (Molinsky &
Bliss, 1995)

IE:xf;'réSsWayé, Level 3 (ExpressWays 3-I) (Molinsky & Bliss, 1995)
| EX’preséWéys, Level 4 (ExpressWays 4-I) (Molinsky & Bliss,.1995) -

New American streamline destinations: High~i‘ntermediatefaldw-mced |
(New American streamline destinations-I) (Hartley, Falla, Frankel & V_iney,a 1_99_4)

.New interchange: English for international communication: student’ S book intro .
(New interchange I-I) (Richards, 2001)

New ihterchangé: English for international communication: student’s book 1
(New interchange 1-I) (Richards, 2001)
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New interchange: Enghsh for international commumcatlon student’s book 2
(New interchange 2-I) (Richards, 2001)

New interchange: English for international communication: student’s book 3
(New interchange 3-1) (Richards, 2001)

New person to person 2: Communicative listening and speaking skills
(New person to person 2-C) (Richards, Bycina & Aldcorn, 1995)

Say it naturally, Level 1: Verbal strategies for authentic communication
(Say it naturally l-_C). (Wall, 1998) -

Say it naturally, Level 2: Verbal strategies for. authentlc commumcatlon
(Say it naturally 2-C) (Wall, 1998)

Spectrum 3A: A communicative course in English (Spectrum 3A-D) (Warshawsky
& Byrd, 1993)

Tapestry: Listening & speaking 2 (Tapestry 2-C) (Ha_rtmann & McVey Gill, 2000).

Tapestry: Listening & speaking 3 (Tapestry 3-C) (Carlisi & Christie, 2000)
(The abbreviations given above for both name and type of textbook will be used hereafter .
in referring to the textbooks in this study). This study will focus on dialogues from thé |
textbooks above that contain invitation, offer, and requést sequences. [ will analyze the
dialogﬁes‘ that contain turns of talk that appear to have a similar form to pre-invitations,
pre-offers, and pre-requests and compare them with the conversation analytic description of
these types- of pre-sequences in the previous chapter. Each turn of talk .will be examined
based on its sequential position in the dialogue. Also, I will investigate whether responses
t()_ pre-sequences contain preferred and dispreferred features as described by conversatiqg_
| analysts.. .-

Conversation analysts-ére not oﬁén conéerﬁed with how often features of talk, such
‘as-pre-sequences, happen or with social contexts not made relevant in the talk itselﬁ

. Conversation analytic research offers no indication that pre-sequences occur. with every
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invitation, offer, and requést. With the lack of data about the frequency of pre-sequences in
natural talk, my research is nét about merely counting how many times prejséquenées |
6CCur in textbook dialogues. Instead, the focus is on the interactional problems these
vpractices solve for participants. I will examine the need for a pre-sequence in the context -
| of specific dialogues and thé surrounding talk. I will argué that a prg—seciuence is needed in
a dialogue only when there is a potential problem that a pre-sequence could solve.

As [-'was collecting dialogues for this stud'-y-,-'questibné- came up-as to which
dialogues should be included. In choosing dialogues, I looked for dialogues that resembled
those discussed in the CA literature. In each of the. cases whe;e I excluded diélo'gues from
the study, the probler that would be solved by;dovi-n'gia?p'reAse_Quence did not-exi'ét-, s0a pre-
sequence was not necessary. In-the following paragraphs, I give examples of the kinds of
: diai'o'gués I excluded along with the reasons why they were excluded from the study. But,

most imiportantly, in choosing dialogues to analyze I looked for the types @f sequences that
cor‘r’éspondéd to sequences which h:ave beer found to include pre;seque'ﬁces in actual talk.

'-‘-InV'itation dialogues that began Qith phrases such as “let’s go/let’s do” were
‘excluded.’ These dialogues-Were often accorhp’anied by pictures of a wife and husband -
sitting aroiind a table drinking coffee andl_“making' plans for the day. In these dialogues; the -

participants were co-present and séemed to have knowledge of the other person’s
acc;essib'ility or willingness to do something. So these “invitations™ acted more like
suggestions for how to spend time participants had already planned to spend together,
rather-than invitations. |

Di;iogués containing in'vit'ati'o'.ns left as phone messages with third parties were also

excluded from the study. As the inviter was not speaking directly with the invitee it would
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not be possible to find out about the invitee’s availability. Also, I excluded one.dialogue in

which an invitation was delivered face to face but on behalf of a third party. In this case of :
-an invitation being delivered by a third party, the deliverer may not have thé authority to

change the invitation. “ o

As with invitation dialogues; [ excludéd so}vme of the offer d'ialogues because it
seemed likely that a pre-offer would not be ne‘cessaryi in the barticular situation. [ esccluded
offer dialogues which involved sior_neone' offering food or-drink. -These dialogues all
occurred in the context of a restaurant or a home setting where food wasfalféady present.
Pre-offers would be unnecessary in these situations, as the; participants are already co-
present and have started eating and drinking.

I also excluded some types of request dialogues from this studyi I excluded
dialogues in which someone was leaving the house to go shopping and was asked by his or
ﬁer spouse to buy something at the store. In these dialogues, the condition that the person
is available to go and fulfill the request is already sati;sﬁ_ed, so there is no n;:ed,for a'pre-
request. I excluded dialogues whiéh involved someone asking for money for a céuse or én -
organization. Finally, I‘equuded dialogues that occurred in servicé encounters with one
exception, which will be discussed later in section 2.3.

The research questions I will consider are:

1. How often are pre-seﬁué;lces present in invitation, offef, and request sequences in
| textbook dialogues? | |

2. Are preferred and disprefer_red features displayed accurately in responses to pre-

sequences?
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. How closely do these pre-sequences match the description of pre-sequences -frqm
conversation anal)-lsts‘_?

. Are thére any-.instanqes of pre-re‘quésts- eliciting offers?

. Are there any pre-pre sequences prese_rit in the _dialbgues? If so, how closely do '
these pre-pre éequences match the description of pr_e_.rjpfe sequences from .

- conversation analysts? -

. How can conversation analytic researchibe:used to inform language teaching: and..

materials development? -

BEST COPY AVAILABLE



2. DATA ANALYSIS

As stated above, I will analyze dialogues with invitatibn,_offer, and request
sequences which occur in both face to face contexts and telephone talk. I will also look at .
some dialogue completion activities for what they do or do not teach about pre-sequences.

In this study, I examined 68 dialogues: 36 invitation dialogues, 9 offer dialogues, and 23

fec{uest dialogues.

2.1 Invitation Dialogues in Textbooks

Of the 36 dialogues which contained invitation sequences, 3 dialogues and ‘o’ﬁe'-
exercise contained pre-invitations with all of the fgatures desgribed in thg gonvépsgtion
analysis literature. Two additional dialogues c_olntain.'ed pre-invitations 'th';-l_t_vv'cler_gil |
problematic. In addition, there were dialogues which contained phrases commonly used as
pre-invitations. However, th§ sequentiai p'osi‘tion of the d.ialo gue within the conversation i;
unclear, which makes it difficult to tell whether the ph;ases were intended as prc—inyitati'o_ns
or éimple information questions. |

The majority of the di‘alogueé pontained an invitation with no pre-sequence. Some

examples are dialogue (A) and (B) below.

(A) Invitation without a pre-invitation

(ExpressWays 3-I, p. 140)

1 "'A: Would you by any chance be-interésted in §oing ‘dancing ‘"
2 tomorrow night?

3 B:, .Tomorrow night? I‘m afraid. I can’t. . I have .to work = -
4 overtime. ' -

) A: That’s too bad. A : o
6 B: It is. Going dancing sounds like a lot more fun than - -
7

working overtime. .‘Mdybe some other time.
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(B) Invitation without a pre-invitation
{Atlas 1-I, p. 11)

Hello. Is Tomoko there?

1 A:
2 B: This is: Tomoko.
3 A Hi! This is Sally. Can you come to my birthday party
4 tomorrow?
S B: Sure

The rémaining diélogueé I will discuss contained either a pre-invitation ora phrase
that is commonly used in pre-invitations. Dialogue (C) below contains a pr‘e-invitatiodthzit
receives a hedging response. In this dialogue, Ed.calls Nancy on the phone to make an

invitation.

©) Pre-invitation with a hedging response

(Spectrum 3A-I, p. 69)

1 ‘Nancy: . ‘Hello? '

2 Ed: Hello, Nancy? This is Ed Riley.

3 ., Nancy: . .:; .EAd! How are you? Congratulations!

4 Ed: Thanks. I‘m sorry to call so late. I hope.I didn’t
S, . - wake you up.

6 " Narcy:  Oh, no. I was just watchlng TV.

7 Ed: SListen, are you doing anything on Saturday even1ng°
8 Nancy: . 2I don‘t think I am.

9 Ed: >Then how about coming over for dinner? Bring your
10 Ce >roommate too.

11 Nancy: I'd love to, but let me check with In Sook before I
12 ' tell you for sure. She wasn‘t feeling well, so she
13 went to bed early.

{(dialogue continues)

In line 7, Ed makes a-pre;invitation “Listen, are you doing anything on Saturday evening‘.?’.’
Nancy replies with a hedging response in line 8 “I don’t think [ am.” Ed responds.to this
hedging response with an invitation iﬂ lines 9-10. The invitation is not-immediately
accepted as Nancy explains that she needs to check with her roommate before she can
accept the invitation. Although this diaiogue accurételf fepresents a pre-invitation, there

- was no direct instruction about pre-invitations in this book-
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A pre-invitation is also present in dialogue (D) below. As in dialogue (C), the pre-
invitation below receives a hedging response. Dialogue (D) also exhibits a feature which
often accompanies hedging responses to pre-invitations, the use of “why?” (Schegloff, .

- 1995). It is not clear whether this is a face to face or .a,-phoné' dialogue.

D) Pre-invitation with a hedging response

. (Say it naturally 1-C, p. 127)

1 Pedro: 2Are you busy Saturday nlght J111°

2 Jill: 2>Well...uh...I don’t have any definite plans yet. Why?
3 Pedro: I thought we mlght go to the new movié at the '
4 Playhouse Theater.

5 Jill: Fantastic! I read a good review of it, and I‘d love to
6 go! ’ ' '

In line 1, Pedrq makes a pre-invitation “Are you busy Saturday night, _J ill?” In line 2 Jill
responds to the pre-invitation with a hedging response. The use of “why” shows thaf Jill |
orients to Pedro’s question as a possible pre—invi;tatior'i. T fll;s acceptauce or rejvection of the
invitation'will depend on the character of the invitation. In lines 3-4, t’edro makes the
invitation, but in a weak form by starting the invitation with “I thought we might go...”.
Schegloff (1995) explains:
-..projected invitations which have been rendered problematic by blockingor
hedging responses to the pre-invitation may be articulated nonetheless, sometimes
An a diluted form linked more or less overtly to the dlscouragement of the
presequence... (p. 26)
[n-lines5-6; Jill'produces a preferred response to the weak-invitation by accepting it W"i‘th;
"}Fantas‘tgi'c'é!' I'read a good review of it,’and ’d love'to go!”.” |
Dialogue (D) is followed by direct instruction ‘abom the use of pre-iriVitatib"riS"iﬁ’ Iéhe

form of a list of questions after the dialogue. The questions are “Why doesn’t Pedro begin

37

[0 Y
i




his invitation immediately with ‘Would you like to go...?”” and “Why do you think Jill
hes_itateé at first? What hesitation strategy does-she use?” (Wall, i998a, p. 128). With thé
first question, the a_'uthor is trying to get the student to understand the interactive function of
a pre-invitation. The second question hints at the reason for the use of “why,” Jill does not
want to give a definite response until she knows the specific invitation.

The final dialogue that accurately ;epr:esents a pre;invitati(.)n, dialogue (E); dispiays
an additional feature that often accompanies pre-invitations. After receiving a blocking
response to the pre-invitation, Albert reports what the invitation would have been. This _
kind of reporting is a common practice after a hedging or blockihg response to a pre-
invitation (Schegloff, 1988, 1995). in the dialogue below, Albert calls Daniel to make an

inlvitation.

(E)  Pre-invitation with a blocking response
(New interchange 2-I, p. 100)

) ) ‘ .
Albert: Hi, Daniel. This is Albert.

1
2 Daniel: Oh, hi. How are things? K
3 Albert: >Just fine, thanks. Uh, are you doing anythlng on
4 2Saturday night?
5 Daniel: SHmm.. Saturday night? Let me think. Oh, yes. My cousin
6 >just called to say he was flying in that night. I told
7 : ->him I would pick him up.
"8 - Albert: Oh, that‘s too bad! It‘s my birthday. I‘m having
9 dlnner with Amanda,vand I thought I‘d 1nv1te more
10 ) people and make it a party
“ 11 Daniel: Gee, I'm really sorry, but I won’ t be ‘able to make it.
12 Albert: I'm sorry too. But that’s OK.

Albert makes a pre-invitation in lines 3-4 “Uh, are you doing anything, on Saturday night?”.
Daniel gives a blocking response in lines 5-7 by explaining that he already has plans: After

.. Albert receives this blocking response, he reports what the invitation would have been in
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lines 8-10. Despite this accurate portrayal of a pre-invitation, this book contained no direct

instruction about pre-invitations. |
One exercise provides an example of a pre-ihvitation which first receives a hedging

response. Then students must decide whether or not to give a go-ahead or a blocking

response by checking information on a calendar next to the exercise.

) Exercise with pre-invitation
(Spectrum 3-I, p. 5).-

A Are you doing anything on Saturday?
B I don’‘t think I am. But Iet me check my calendar...

B - No, .I'm not doing I'm sorry. I already
anything on Saturday. have plans for Saturday.

Uridef the dialogue, students are given a list of alternative responses to thé pre-invitation.
These include: “I don’t think I'm busy. I don’t think so. I think I"m busy.. I think I am”
(Wafshawsky & Byrd, 1993, p. 5). This exercise accurately portrays pre-invitgtibns gnd
gives students an idea of ait'ernate responses to a pre-invitation. However, the exercise
doés not Shdw what comes after a go-ahead or blocking response to a pre-invitation.

The three dia‘ldgues and exerc‘is‘e above accurately. demonstrate certain features of
pre-invitations described by conversation analysts. These features inclu‘de- go-ahead and
hedging responses to pre-invitations, the use of “why” in a hedging r'éSponse, anda
blc')c‘king‘r‘ésporblsé to a pre-invitatioﬁ followed by a report of what the inﬁlitation Would have

‘been. However, although telephone talk is not the focus of this analysiis, it is worth
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men.tioning that neither of the telephone dialogues accurately demonstrates the core
sequences in teléphone conversation described by Schegloff (1986) and Wong (1984, in
presé). | | |

The following dialogues contain phrases commonly used as pre-invitafions.
However, these phrases faﬁ to serve the interactional function of pre-invitations, to avoid a

dispreferred response, because of their sequential position. The pre-invitation in dialogu¢

(G) below is problematic because it occurs in the same turn as the invitation.

(G)  Pre-invitation and invitation in the same turn

(New interchange 1-I, p. 92)

Tony: >Say, Anna, what are you doing tonight? Would you
like to go out?
Anna: -0h, sorry, I'can’t. I'm going to work late tonight. I
. “have to finish this report. )
- Tony: \Well, how about tomorrow night? Are you doing.-.
anything -then?. ' ,
Anna: No, I'm not. What are you planning to do?
Tony : I'm going to see a musical. Would you like to come?
Anna: Sure. I'd love to! But let me pay for the tickets this
0 ' . ' time. It’'s my turn. : '
1 Tony: All right! Thanks!

Tony makes a pre-invitation in line 1 “Say, Anna, what are you doing tonight?” However,
he does not wait for a response to the pre-invitation but instead continues with the
invitation “Would you like to go out?” in the same turn. Schegloff (1995) explains that

“one key thing that pre-sequences are designed to do is to help prospective speakers of base

first pair parts avoid rejection...” (p; 23). So the prospective speaker of the invitation

" makes a pre-invitation and then waits for a response. Based on this response, the speaker

can decide whether or not to make the invitation. If the interactional purpdse of the pre-

invitation is to avoid a dispreferred response, this purpose is lost in dialogue (G) as there is

'no room for Anna to respond before the invitation is made.
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In addition to examining dialogues, I also looked at grammar practicé activities .
which contained invitation dialogues. One of these praétice_activities contained dialogues
in which pre-invitations and invitations come in the same turn. The following pre-
invitations were found in a grammar focus activity to ,pfacﬁ'ce future \;vith present
progressive and “be going to.” In ~this'activity, students are required to fill in the blanks in-
the dialogue and then match the invitation with the appropriate response. [have prese’ﬁted

the invitations next to the matching responses below.

(H) Pre-invitation and invitation in the same turn

(New interchange 1-I, p. 93)
C TAWT L -

1. What ...... you ....!.(dd) ' b. Sorfy, I can‘t. I ...... (Wofky

tomorrow? Would you like to go out? overtime. How about Saturday?

2. ... you ...... (do)~anythingu - C. Caﬁ we go to a- late.show? I
on Saturday night? Do you.want to .:---.(stay) at the office
see a movie? ) . _ _till 7:00. After that I

..... . (go) to the gym.’

. As in dialogue (G), the pré-invitations in the‘dialogﬁes in praCticé'éctiéit.y (H) come in the
same turn as the invitation with no space for a requ;ﬁse from the co-p_artiéipan_t before the
invitation is made.

Dialogue (I) bqlow is an additipqal eXample of a pre-invitation and invitation
occurring .in the same turn. The é_rg-invitatgon is found in an exercise ip which fhg
instructions are té practice using hesitation strategies rather than immediately ac_cepti;.lg an

invifz_i_t_,ior__l. :
. BESTCOPYAVAILABLE .
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(I)  Pre-invitation and invitation in the same turn
(Say it naturally 1-C, p. 126)

-1 Fred: . =>Are you busy next Saturday night?  There‘s a concert
>in the park that would be fun to go to.

[

3 You:

The pre-invitation in line 1 “Are ylou busy next Saturday night?” is followed immédiatcly :
by-the invitation, leaving no space for a response by the co-participant.
" Surprisingly, dialogue (I) occurs in the same textbook as dialogue (D), a dialogue -
with an accurate example of a pre-sequence. Also, this textbook, Say it naturally 1-C,
contains a description of the use of pre-in\}itations for ttnxev langﬁage learner. In the
beginning of the chapter on invitations, Wall (1998a) explains:
We usually don’t start right in with the invitation without doing a little searching to
see if that person already has plans. We might say something like, “Hi, Caroline.
What are you up to this weekend?” If Caroline says she’s going-to the beach, we
can decide not 'to continue with the invitation because we know she won’t be able to
accept. Of course, if we want Caroline to change her mind, we might say, “Oh,
really? I was hoping you’d be free, so you could go with us to the lake on
Saturday.” :Maybe Caroline will change her mind after all. (p. 121)
This 'e;{pl}inatiOﬁ provides a descri:pt'idn of the interactional 'fuhction_ of pre-SéqiieﬁCéS.
Further, it accurately depicts the practice of reporting what an invitation would hévé‘ been
aftera hedgmg or bldéki}lg fespdnse to a pre:invitatibr'l.- Unfortunately, this dndérstanding
of the way invitations work in natural conversation, is not always reflected in the exercises
in this book.
In dialogues (G)-(I) the interactional purpose of the pre-invitation is lost because

there is no space left after the pre-invitation for a reply. Intuition about making invitations

may have led the materials writers to include the pre-invitation phrases in the dialogues;

42



however, except for Wall (1998a), and that inconsistently, the writers do not show:an
awareness of their function. Students need to learn not 6nly the form of the 'pré-in‘vitations
but also their function Which requires knéwledge of their appropriate'sequential position.
- ‘Specifically, pre-invitatio_ﬁs ﬁeed.to be responded.to in order for the participant to be able
to depide whether or not to go ahead and make the invitation. Without knowl'edge of the
| inte’ractiqnal purpose Qf these' pre-invitations provided by conversaﬁon analytic reseg;éh-,'
the pre-invitations are plaqu in{ a.».sequential position li'mr.nediatclzly pref:éding the.in.\fitaltion,
and as a result, .the» pre-invitations lose their éurpoge. | o
Besides the seqqeﬁtial position of the prle-invi.tatio_-n in_relat_iqn to:.t_he inVitatior}',.’t:hg;
sequgntigl p.osition'.c')f th§ a;g-ipyita_tipn in the .,convg:rsaFi‘on as a whole zis 3139 ir:nporta;.nt._ .
- As ¢_xplqined above, pr_e.-i.n_vﬂitgt.ic_)qs__ éan be 1nterpreted as p::e-:irlxvitzli_tiglr_ls_ because of thelr .,
.seqﬁgntial'position eithe;iat: the ‘b><.:g4i___nning ot: a gon_;/e;szi-t'i.lgplor poséibiy _bg:fo;e the C_I;O,Sin,g?,_
of a conversation (Schegloff, 1995 ). At anothér sequentiai [;osition in the conversgt_iqp,
phrases which are often used as pre-invitations such as “What_lare you dqiﬁg this
we_c;kenc!?” may be intqrpreted as simple information questioqs. Itis 'ha'rd to tell if_tl}_g:
textbook dialogues represent only part of a c.onv'ersation, such as thel beginning or_.thc_: end _
of the conversation, or the entire conversation. Without knowing the sequential position of
the dialogue in the conversation as a whole, it is difficult to initetpret whether certain
phrases are simple information questions or possible pre-invitations.
| Dialogue (J) below is an example in which a phrase could be interpre;ced as a pre-

invitation or a simple information question.
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- () - Pre-invitation or simple information question?
(American Streamline Departures, Part A, p. 39)

“What are you doing this weekend?
I‘'m going out of town.
Oh? Where are you going?
I'm going to Cape Cod.
For how long?
Just for two days.

U W N e

As there are .no greetings or.openings in the conversation,. 1t Cseerns that the'di'aiogue begins
at some point aﬁer the conversation has already begun It is unhkely that the ﬁrst thing you-
would say to someone would be “What are you doing this weekend‘7” However, it is |
ambiguousat what point in the conversation this dialogue occurs. If itoccurs-near the
beglnnmg or end of the oonversation the question in line 1 might be 1nterpreted a.sl (aﬁpre—
invitation whjch receives ; blocking response in line 2“Im gomg out of town.” At another
point:' in the oonversation, the question in line 1 could be Just 2 simple inforrnation'qnestion
aboiit weekend plans. o

Similar to diaiogue (J), dialogue (K) below provides an additional ekample ofa -
dialoghe \ivhere the sequentiai position of the dialogue in the conversationv as a whole 1s

ambiguous.

(X) . Pre-invitation or simple information question?,
(Atlas 1-I, p. 96)

’9What are you going to do. tonlght°
*.I'm going to watch TV with Paul..
You know we have an exam tomOrrow.
' Soz. :
Well, aren‘t you going to study?
No, I think I‘ll pass, so I don't have to study.

o w ~ W e
Wy o u:":s
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If this dialogue occurs near the beginning or end of a éonversétion, the phrase in line 1
“What ‘are you going to do tonight?” could be seen as a bre—in-vitation to possibly an
invitation to study togéther. This pre-invitation receives a blocking response iﬁ line 2.
"However, if the phras¢ in line 1 occurs at some othér _poinf in the conversation, it could be
. an informati_dn question about future plans. Either way “What are you doing tonight?” is’a
strange question for A to ask, as A already seems to have an opinion about what B’s plans _
- should be.

It may not b.e possible for every textbook dialogue to havé aﬁ opening and clos-ing if
the goal is to teach a grammar point. . However, as every'dialogue teaches about intemctio;l
whether it inten@s to or not, the analysis above demonstrates how the seqﬁential poéitvion of
a turn in cpnversation can'. be essential to the interactional.purpose of a turn. When
diglpgues start seemingly in the middle of a qonversation, information which is needed by
_pariicipants to intelrpr_ét a turn is absent. Language learners shoﬁld be presented with the.
possible meanings of a phrase like “What are you doing this weekend?” bz;sgd on its
sequential position in a conversation. Finally, it is important lto teacﬁ the sequential
position of the first pair part of a pre-invitation in relationship to the actual invitation, -
whether it shogld occur in the same turn or whether a res_pon’se to the pre-invitation is
need_;:d. - |

Although there are no pre-invitations present m thé textbook’s d1alogues Beyond

_ talk~C (Barraja Rohan & Pritchard, 1997) contams an expllclt presentation of the functlon
aqq fo_rm of p;e-mwtatmns. The textbook introduces the idea of pre-sequences by giving
an ?’_‘Pl?r;‘ﬁo“ of pre-sequences aloﬁg with sample dialogues with pre-requests. in a

previous chapter. Later, in the chapter on invitations, students are asked to brainstorm
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possible forms and functions of pre-invitations. The following examples of pre-invitations
are provided in the teacher’s book “Are you busy on Friday? What are you doing on

Friday? Are you doing anything special on Friday? Are you going out on Friday?” (p: 81).

2.2 Offer and Request Dialogues in Textbooks
There Weré no examplés of pre-o ffers in any of the 9 dialo gues which contained
offers. Suprisingly, there were mbre than twice as many request dialogues as offer
diﬁlogues. This demonstrates an area which is lacking in the ESL textbooks. While it is
:imbortant to learn how to méke requests,. students-also need to learn how to make offers. -
| Dgtﬁ are not available for all types of offer situations that could conltain-plre-offe-rs.
However, as pre-offers are done to avoid rejec_ti;)ln, there are certain situations in whicﬁ a
pré;(.)ffer may not be necessaf-y. f—‘or example, if someone is abdut to drop their groceriés _
an..d-.:you offer to help them, it is unlikely the offer to helé would be rej ected. In this cgse,- :a
pré—offer would not be necessary. :
In this section [ will first give examples of offers without pre-offers. As describéd
abdve,.loffers are preferred over requests, so a pre-request can elicit an offer. Although I
did not find any exémples of pre-requests which elicited offers, I willvdis-ci;s some |
exercises in textbooks which diéplay an undérstanding of the pfeference for offe;s over
. requestsl. Next I will present dialo gueé whi;:h contain pre-requests, .as welilAas examples of
é.iial.c;;é;-les which do not have..p're-requests and discuss the botlatitiai pfoblérﬁs the ;ibsence of
a f;;;a-reciﬁcét nﬁght cause. I will also look at a dialogue which shows th-at-th‘e distinction
between offers and requests in textbooks can be ambiéuous at t_imes and another dialo gue-

which shows how a “hint” can be used in a similar way to a pre-request.
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None of the offer dialogues in the te){tbooks cdntained pre—offers. Dialogue (L) and

(M) are examples of offer dialogues without pre-offers.

(L) - Offer without a pre-offer
{Atlas 2-I, p. 65)

Is there a bookstore around here?
No, there isn‘t. . But there’s one near the subway. Why?
I want to get a guidebook..

->0h, there are some guldebooks on the shelf-help yourself..
Thanks a. lot .

nae W R
Pwyrwy

In ciialogue (L), A asks B where a bookstore is located. Then A explains that he/shé wants
to buy a gui'débook. In line 4, B offé;s a book to A and in line 5, A a@:cebts. the offer.

| Diaidguq ™) below is anothef example of an offer dialogue without a'.-p'r;éjpffer.
Thé:aialdgue is between two people who work in the same office. They are discu’_ssing
their plans for the holiday weekend.
(M) Offer dialogue without a pre-offer

(Spéctrum 3a-I, p. 3)

1 .Bob: BAny plans for the weekend? -

2 Ann: It depends on' the weather. If it‘s nice, I'll probably go

3 ' camping.. . But if. 1t isn‘t, maybe I‘ll just stay home and

4 clean my apartment It could certalnly use it. -How about

S - you?

6. Bob: I‘m.going to Toronto.

7 Ann: Oh, is that where you‘'re from?

8. Bob:. No,..that‘s where my parents live now. I grew up .in Ottawa....
9 Ann: How are you getting theré? '

10 Bob: I‘m thinking of. flying, but it depends on how much it costs.
11 If it’s:tdo: expen51ve, I‘'ll take the- bus ) '
.12 Ann:->Well, listen, if you need a ride to the airport, let me know..
13 .. >I'1ll be happy to drive. you,. if I‘m around. C

14 Bob: Oh, thanks. . That’'s really nice of you.
In line 6, Bob explains that he is going out of town to Toronto for the weekend. -In line 9,
Ann asks how Bob will get to Toronto and in lines 12 and 13, Ann offers Bob aride to the

airport:

o)}
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Although none of the dialogues contained pre-offers, four dialogues contained pre-
requests. As stated earlier, offers are preferred over'fequests (Schegloff, 1995). While the
most preferred response to a pre-request is an offer, I found no dialogues in which a pre-
request was responded to with an offer. However, two of the textbooks oriented to this
preference structure of offers over requeets, by explaining that'a cq;participant may choose
to make an offer before another person makes-a request. In Say it naturally 2-C, Wall
(1998b) explains:

We don’t always wait for someorié to ask for help fo offer our assistance. Suppose

_you notice Wong, a classmate, standing in front of a posted bus schedule, looking
very confused. You might go up to him and say, “What seems to be the trouble,

.. 'Wong? Do you need some help?” Or what if you see a young woman on her hands
and Knees, searching frantically on the floor for something? You might approach

her and offer your assistance by saying, “Hi. Do you need some help?” or, “Can L

'help you look for something?” (p. 93)

This explanation demonstrates that co-participants do not need to wait until they get a. .
request to offer assistance. Although this demonstrates an orientation to preference, it fails - '
to demonstrate how co-participants can jointly show. preference through talk. -

" Dialogue (N) 'belOw, which occurs in a practice éxercise in the same textbook, is an
example of someone offering assistance before a request for help 1S made The mstructlons
are to read about a situation, offer assxstance and then allow your co-partlclpant to either
accept or reject the offer for help. Dialogue (N) is a model dialoéue to help language

learners with the exercises that follow in the textbook.

(N)  Offering help before a request is made’
" (Say it:naturally.é-c, p- 94) |

You see a friend with an armload of books and groceries, trying to
unlock his door. Some of the items. are spllllng from the bags. as
he fumbles for his key.

”»
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1 You: 2Hi, Carl. It looks as if you could use a hand. Let me
2 hold those for you.

3 Carl: (+) Thanks a lot! You’‘re a -lifesaver.

4 You: (-) Oh, 'that’s OK. I think I‘ve got ‘it.

Dialogue (O) below is a similar dialogue which occurs in Expressways 4-I, a
textbook which has no explicit teaching of the orientation towards offering help before you

receive a request.

(O) Offering help before a request is made
(Expressways 4-I, p. 10) °
-9Do you want any help carrying those grocery bags upsta1rs°
Sure. If you don’‘t mind?

No, not at all. 1I'd be glad to glve you a hand
Thanks. I appreciate it. Lo

W e

A
B:
A
B

In this dlalogue A offers to help B carry grocenes in lme l In 11ne 2 B accepts the offer

i

Spectrum 34-1 (1993) is the other book Wthh expllcltly po mts out the 1dea that

offers can be made before a request. Exermse (P) below shows an or1entatlon to thlS

i . S ¥

Students are supposed to read about the situation in the ﬁrst line of each dialogue and then

ill in the blank with an offer in the second line of the dialogue.

(P) Making an offer when you see that help is needed
lSpectfum 3A-I, p. 34)

1 A: I'm moving into my new house tomorrow.

2 “B:- Well, if you need some help, .
1 A: I‘m catching a flight to Montreal right after work.
2 B: Well, listen, if you need a ride to the airport,
1 A: . I'm going. camplng this weekend but I don‘t have a sleeping
2 bag.
3 ~B: Well, if you need one,
49 '
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Exercise (N) and dialogue (O) display an orientation to the preference for offers over
requests. As explained ahove, pre-sequences such as pre-offers and pre-requests would not-
be necessary in these klnds of situations where the need for help is SO irnmediate and
straightforward. However, exercise(P-) c.ont'ains'situations similar to those found in the
natural converszition data described in the literature review. In these situations, pre-
requests' might be used and the potential use of pre-requests should be taught.

Of the 23 request dialogues, three dialogueslzco?ntgined a-pre-request. In addition,.
one exercise 'containe‘d a pre-request. One of the pre-requests occurred within a service
encounter dialogue. As discussed earlier, Merritt (1976)-. found that in service encounters a
pre-request is used only 1f compliénce is not expected. In the case of service encounters,_
compllance is usually expected because it is the employee sjob to fulﬁll your requests For

th1s reason, [ excluded all other service encounter dlalogues from the study In dlalogue

(Q) below a pre-request occurred because compllance to the request was not necessarily

expected ThlS pre-request occurs in a service encounter between a customer and a

pharmaclst.

(Q) Pre-requestin a service encounter

(Spectrum 3A-I, p. g%) '

1 Victor: © Do you have tonight’s paper?

2 Pharmacist: We may not have any more. If there are any
3 left, they‘re up in front with the magazines.
4 _ Victor: I‘'ve already looked there.

5 Pharmacist:. Well, then we must be out of them.

In line 1, the customer does a pre-request, “Do you have tonight’s paper?” In line 2, the
pharmacist gives a hedging response by telling the customer that there may not be any

more newspapers. The pharmacist also tells the customer where the papers are usually
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located. The customer’s reply in line 4, “I’ve alréady looked there.” makes if'apparent that
he uséd a pre-request because he did not necessarily expect cc')mplianc;:to his request. He
had already checked in the usual piace and there were no -papers there.

TWovof the pre-requests that I found in dialogues came from the textboél;, Beyond
talk-C (Barraja-Rohan & Pritchard, 1997). This was not surprising as this textbook’s goal
.is to teach about conversation utilizing conversation anéiytig reséarc.h; Dialqgt_ie; (R) below

occurs between two teachers in a staff room. .

®)* - Request dialogue with a pre-request

(Beyond talk-C, p. 121)

1 Leisl: hi JohnT
2 John: g'day mate! how’s it g_ln \
3 Leisl: oh not badl (.) un:
4 -John: what ‘s [newl 1.
5 Leisl: (look I‘}wm in cla::ss(.)and I relally need_ ]
6 John: fluckyl
7 z__l (laughter) :
8 Leisl: 2yea:h_lucky me um (.) can you just- are you busyl
9 (0.5) .
10 John :. well not Tnowl (.) what can' I do for youl
‘11 Leisl: —>can you do me a ggvourl I (needed to. photocopy
12 John: " [depends! will it cost me
13 ~ anything®
14 Leisl: .- nol photocopy this pagel and this pagel-
1s John : how many+
16 Leisl: - (.)
17 John:. ’ twenty_(.)teni
1s8. ‘Leisl: “okayd gggei )
19 John: , four o o[ne_ ]
20. Leisl: -[ggge]o[kayi catch . you la]terT
‘ 21

. John: - V . {t h anks :3 1.

In,_gialogug (R), Leisl makes a pre-request in line 8 with “are you busy:”. In lipe 9, John
give_s_va\gc_)_-'ahead response with “well not Tr_lowi (.) what can I do for yout”. Leisl

responds in line 10 with the request preceded By “can you do me a favourt”
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The second dialogue in this textbook with a pre-request, dialogue (S),-also occurs in

a staff room between two teachers.

(S)  Request dialogue with a pre-request

(Beyond talk-cC, Pb- 123-124)

1 " Chris:. - oh Duncan just the guyl

2. Duncan: [what’s the matterd]

3 “Chris: =~ >'[pléase please 1" please (.) pleasel

4. Duncan:. what’s. going onl

5 Chris: 2do me a favour I'm in a hurry¢ (.) you do electr1ca1
T 6 . engineering Tdon t you¢

7 Duncan: yeahT that’s __ghtT electrical englneerlngT

8. (1.2) :

9. . Chris: °can you cover for me tonlghtT°

10. (1. S)

11 Duncan: ‘tsk sorry mated I'm- I‘m teachlng (.). ton1ght¢ five

12 . thirty till e1ght¢

13. : (.)

14 Duncan: Tyea[:::h¢

15 Chris: [(do you mindT) they- .

16 Duncan:: Tx_; :hi yeah¢ look I‘'m on I‘m on sorry can'’ t do it

17 ' . anyone else you cn callt

18 Chris: nol they don’t need any- th1ng¢ they Just need (.)

19 : . 1ook1ng in on¢ [baby-sittin]g for two hours!

.20 Duncan: . { Tri: ght¢ ]

(dialogue continues)

Dialogue (S) contains multiple pre-expansions. The first pre-expansion comes in line 1
Qith “oh Duncan just the guy!”. This turn contains an address term,_- which shows that
Duncan is"the person who Chris had been looking for. Duncan orients to-this turn as .
demon’sﬁétjng thaf Chris has a problem and repliés with “[what’s the matter!]”. Aé

" Duncan is spéakin‘g, Chris speaks in _pan‘ial.overlap_ with “[please please] plez;se )
p_lgsei” ThlS éhows that tﬁere is a possible request to be granted. Then Chris ldéés:z-l- p'ré;

pre seQue’xiée in line 5,“domea f_a'v(.){ir I'min a hurryd ()”. The pre-pre is fdllbwéd by a
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pre-reqﬁest,' “you do electrical engineering Tdon’t youl”. The pre-request receives a-go-
ahead response. Inline 9, Chris makes the request: “ocan you cover for me tbnfghtT°”. :
In-addition to dialogues (Q)_, (R), and (S), a pre-request also was present in exercise
/.(T) below. This is a listening exercise where the students listen to the conversatio.n'and.
then decide if the rfarﬁci_pzint is making a request or a demand based on their 'volurne and
tone. Then the students decide how the listener should respond to the request _fand write a _'
possible response o line 6. In the dialogu-e below the request was made vyifh apolite/soft

tone.

(T)  Exercise with a pre-request

(Tapestry 3-C, p. 89)

Adolfo: 2Excuse me, Tri. Did you bring your book today?

Tri:. Yes, I did. . why?.
Adolfo: I forgot my book today and we're going to review for

the quiz. Would you m1nd sharlng your book w1th me .
“"while we do the review? o

LRIV N

Tri:

In line I, Adolfo makes a pre-request, “Did you brmg your book today"” Tn grves a
hedging response with “Yes, I did. Why"” The most preferred response to a pre- request
would be an offer, but Tri-does not make an offer So, in the absence of an offer, in line 3
Adolfo explains why he asked about the b_ook and go_es on to make a request to share the
book.

Only dialogues (Q), (R), and (S), ér‘;d exercise (T) above cerrfairled pre—requests. So
the pre-request, an important device used to avoid dispreferred responses, was absent frem
20 of the 23 request dialogues. Pre—requests are used for a speeiﬁc plrr:i)ose; tef ;zi;/ofd a

dispreferred response. If that purpose is already met, as in the case of service encounters
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where compliance to a request is usually.expected, a pre-request is not necessary.
‘However, while there are no data to show the exact frequency of pre-requests in natural
conversation, Heritage (1984) explains how pre-sequences, (and in particular pre-requests)
are so common in conversation that failure to use a pre-sequence can be grounds for
criticism and sanction:
Here, then, we encounter the pre-sequence object-as _afﬁn‘ther,~-very. commonly used
conversational device through which dispreferred, face-threatening actions and
. sequences can be systematically avoided. in interaction. Moreover; since pre-
. sequences are commonly used to this end, a ‘participant’s failure to employ one may
itself become accountable. The utterance ‘May I borrow your car?’ which is
unprefaced by, for example, ‘I was wondering if, by any chance, you weren’t using

the car tonight’ may, unless the circumstances are very spec1a1 provoke both
-sanctlon and 1rr1tated gossip..’ (p- 279) : - :

Dialogues (U) to (Y) below contain requests, of the kmd mentloned by Herltage above that
are made w1thout any pre-request. The requests below range from askmg to borrow

money, a video camera, and a book, to_, tapihg a class,- and coming ov_er to visit. All of the

requests seem abrupt in the absence of a pre-sequence.

(U) Request without a pre-request

(American Streamline Departures, Book B-.p. 62)

Baul: ;§Hey, Bill, can you lend me $10°

-1

2 Bill:. :Sorry, I can‘t.. I haven't been to the bank today

3 “Paul: > OH, I haven’'t been therd either and I need Some

4 money. We could go now. -
5 Bill: No,. the bank’s closed. It‘’s too late. = Why don‘t you .
6 ask Pete?.

7 Paul: y “.Has he been to the bank? .

8. T Bill: "'Yes, 'he ‘has. He always. goes ‘to the bank on Mondays
\%) Req_uest without a pre-request

(New 1nterchange 3-I, p. 14).
1. Jack- Hl, Rod Thls is Jack.

2 Rod: . Oh,.hl,_Jack. What’s up?

o
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Aruitoxt provided by Eic:

Jack: I'm going to my best .friend’s wedding this weekend.
2I1‘d love to videotape it. Would you mind if I
borrowed your video camera?

Rod: Um, yeah. That‘’s OK, I guess. I don‘t think I‘1l1
need it for anything.

Jack: Thanks a million.

Rod: Sure. Have you used a video camera before'> ‘It's
pretty easy. o . .

Jack: Yeah, a couple of times. Would it be OK if I picked
it up on Friday night? :

Rod: - Fine, no problem.

Request without a pre-request

(Say it naturally 1-C, p. 146)

Michael: —>Hey, José, would you mind lending me your accounting.
' book this evenlng’ I left mine at. school. °

José: Sorry, Mike, but I‘ve got to use mine tonight to study
for a big test tomorrow. Maybe you can borrow
Robert’s.

- Request without a-pre-request

(Atlas, Book 3, p. 46)

A: Hello Could I speak to Jim, please?
B: Speaking. .
A: Jim, this is Hillary. I have a doctor’s app01ntment
>tomorrow, so I won‘t be at schodl. Could you tape the’
class for me?
B: No, .I'm sorry, I can‘t. I have a dentist‘s
appointment, so I won‘t be at school either.

Request without a p_:r'e_-r'_equest

T

(Atlas, Book 2, p. 46)

Can I speak to Terry, please?

A:

B: .Sure. Who's calling?

A: ‘Sally. !

B: OK. Wait a mlnute—I 11 get her . _

A: Thanks. - P

C: Terry here. :

A: ~Hi! This is Sally : - ST TR S
C Hi, Sally" ‘ ' ‘ T
‘A: 2Can I come over and visit?

C Sure.

BEST COPY AVAILABLE



Finally, dialogue (Z) below illustrates how requests can be disguised as offers as in
extract (13) above. This supports the idea that offers are preferred over requests (Sacks,
1992; Schegloff, 1979, 1995). However, the ambiguity between requests and offers is

rarely pointed out in the textbooks.

(Z) Request disguised as an offer
(Spectrum 3A-I, p. 12}

(This starts from the middle of thé dialogue)

1 Sue: Well, don‘t keep us in suspense. Tell us about your
2 . trip. o

3 " Molly: I‘d-say it was the nicest vacation we’ve ever taken,
4 wouldri’t you, Jack?" ) ' '
5 Jack: Absolutely., You really ought to go. You won't be

6 disappointed. . '

7 Molly: The scenery was spectacular.

8 Jack: And the animal life was fascinating.

9 Molly:. Jack and I are very interested in wildlife.

10 - Jack: SWould you like to see our slides? 'We-ﬁust’got=ﬁhem
11 back today.

12 Ken: Humm. ..it might be a little late for...

13 Sue: Oh, qf course. We’d love to see them.

In lines. 1-9, the co-participants are discussing Molly and Jack’s vacation. Then in line 10,
Jack asks a question “Would you like to see our slide.s?” which is done as an offer, but may
be a request disguised as an offer. Ken gives a diséreferreéi response in line 12 “Hmmm...it
might be a little late for...”. This potential ambiguity between offers and requésts could”
have been po'mted oﬁt explicitly in the textbook.

Dialogue (AA) below-doel:s not provide an example -of a 'pgeffequeét, but it shows |

" how a “hint” can be used in a similar way as a pre-re'quest. In the dialogue below, a “hint”

works like a pre-request, as it is responded to with an invitation/offer.
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' (AA) Hint followed by an invitation/offer

~(New interchange l—I, p. 37)

1 Rod: You’'re in great shape, Keith. Do you work out at a gym?
2 Keith: Yeah, I do. I guess I'm a real fitness freak.
3 Rod: So, how often do you work out?
4 Keith: Well, I do aercbics every day after work. And then I
S - play racquetball.
6 Rod: >Say, I like racquetball, too.
7 Keith: >0h, do you want to play sometime?
- 8 Rod:- Uh, ... how well do you play?
9 Keith: Pretty well, I guess. :
10 Rod: Well, all right. But I'm not very -good.
11 Keith: No problem, Rod. I won’t play too hard.

 In the first few lines of the dialo’gue, Rod asks Keith how often he works out. When Ke'itn

- explains that he likes to play racquetbal'l, Rod responds in line 6 With “Say, I'like
racquetball, t00.”. This hint elicits an invitation/offer in line 7, “Oh, do you want to play
sometime?”. However, in line 8, it looks as if a possible dispreferred response i$ on the -
way. As Rod just hinted that he would like to play racquetball, it is strange that he would

give a discouraging response to the invitation/offer when it was finally made.

2.3 Pre-Pre Sequences in Textbooks
" Finally, I will lookat'a different kind of type-spec‘iﬁc pre-sequence, the pre-nre
sequence I will examine examples of pre-pre sequences from the textbooks and compare
:fhese sequences with those described by conversation analysts As described in the
literature reV1eW, conversation analytic research has shown that the base first pair pafi :
prolected bya pre-pre does not immediately follow the pre-pre.
';f)"fal'cgue (S) was _tﬁe only dialogue that accurately demonstrated the usé of & pré:

pre sequence.
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(S)  Request dialogue with a pre-pre sequence

(Beyond talk-C, pp. 123-124)

1 Chris: oh Duncan just the guyl

2 Duncan: {what’s the matterl]

3 Chris: [ please please ] please (.) Q___sel

4 Duncan: what’s going oni

5 Chris: 2>do me a favour I‘m in a hurryi (.) you do electrical
6 engineering Tdon t youl

7 Duncan: yeahT that’s __ghtT electrical engineeringt

8 (1. 2)

9 Chris: °can you cover for me tonightTe®

10 (1.5)

11 Duncan: tsk sorry matel I‘m- I‘m teaching (.) tonight! five
12 thirty till eight!

13 (-)

14 Duncan: Tyea[

15 Chris: : [(do you mindT) they-

16 Duncan: Tx__ +hi yeahl look I‘m on I‘m on sorry can’t do it
17 . anyone else you cn call? :

18’ Chris: nol! they don‘t need any- thlngl they just need (. )

19 _ -looking in oni [(baby-sittinlg for two hoursi!

20 Duncan: ~ ' { Tri::ghtl ]

(dialogue continues)

Dialogue (S) contains multiple pre-eXpansions; The-ﬁrst pre-expansion comes in line 1
with “oh Duncan just the guyl”. This turn contains an address term, which shows that
Duncan is the person who Chris had been looking fof. Duncan ‘orients to this turn as
demonstratmg that Chris has a problem and repl1es- w1th “[what’s the matterl]
Duncan is Speaking, Chris spea_ks' in partial overlap with * [please please] please (. ) |
MSel”.. A's. described above, dialogue (S) contains multiple pre-expansions. Then in.l‘ine
* . 5,Chrisusesa p_re-pre “do me a favour 'm in a ‘hurryi”.- ‘This projects a base first pair part
of a request. However, tl1e _ﬁrst pair part of a request does not immediately follow:_thepp.re—
pre. Instead, Chns follows the pre-pre with a pre-request, asking for infor_mation that he

needs to know before he can make the request, “you do electrical engineering Tdon’t
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youd”. Only after Chris gets a go-ahead response this pre-request, does-he make the

request in line 9.

As described by conversation analysts, the pre-pre in dialogue (S) was‘followed by
talk other than the projected base first pair part. However, in the other textbook dialogues
which contained pre-pres, the pre—pfe was followed by exactly this projected first pair part.
Dialogue (AB) below is part of an exercise where each of the lines is a .multiple-c.:hoic.e

question. I chose the correct answers’ to compose the dialogue below.

(AB) Request dialogue with-a pre-pre sequence

(ExpressWays 2W-I, p. 6)

2Could I ask you a favor?
What is it? p
>Could you lend me your car to pick up my- son?
All right.’ N

Are you sure?
Yes. 1I’d be happy to lend you my- car.
Thanks. I appreciate it.

N YU R W N
e

In l.ine l, A does the pre_-pré “Could I ask you a favor?”. This projécts t.he.eventual but not
immediate asl.cing4of a requeét. In line 2, B responds to the pre-pre by asking what the
favor is. Then in line 3, A goes on to state the request. In contrast, the CA literature
describes that “one regular occﬁrrence is tHat what follows next after an action projection is
not an instance of the projected action, for example, what follows a question'projé;:tion is
not a question” (Schegloff, .1980, p. 110). HoWever, in the dialogue above it is a request,
the projected action, that -foll:(.).ws the pré-pre. | |

In diaioglie (AC) béléw, there are also problems with the use of the pre-pre. Above

this 'diéiog\ie, there is a déscrib’tion of the setting “Carol walks into Betty;s house and sees -

her struggling with a window blind” (Wall, 1998b, p. 95).
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(AC) Request-dialogue with a pre-pre sequenée

(Say it naturally 2-C, p. 95) -

(VN VE R S

Vo

Betty: 2.Gosh,. I'm glad to see you. -Could you do me a favor?
Carol: Sure. What is it?

Betty: > I need some help putting up these blinds. Would you

mind? -

Carol: Not at all.
. (Later) )

Carol: I think that does it. Anything else you need help

: with? : . _ -
Betty: No,. that‘s. it. I really adppreciate your help, Carol.
Carol: Any time. o

In t_his dialogue, the pre-pre “Could you do mé a favor?” is respohde_d to with ‘f_Suré. What
is it?” After.this response, Betty starts to describe what she needs help with and then ;he‘
proceeds to make the request. At first, this appears to follow the descriptiori of pre-pres in
CA literature, as the request does not directly follow the pré-pre, but instead there is an

' -_ explanation that sets up the request. However, it is questionable whether in this situation, a
verbal explanation is needed before the request. It _would séém likely that if Carol walked
into.the room and saw Betty “struggling with the blinds” that Carol would make an offer' :

and neither a pre-pre or a request wotld be needed.

2.4 Discussion
As there is no indication from CA resea_rch that ?111 invitations in natural
conversation are preceded by pre-invitations, it ié not necesséry for every invitation -
dialogue in a textbook to be precéded by a pre-invitation. However, of the 36 dial_dgues I
.e);.amined, only three dialogues and one exercise accurately portrayed pre-invitations. This
is not enough to teach students about this important aspect of interaction. Each textbook

should include at'least a few examples of pre-invitations so students have the opportunity to

Q
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learn about this practice of actual invitations. Textbooks should include pre-invitations that
receive blocking, hedging, and go-ahead responses.

At the very least, textbook dialogues should offer implicit models of pre-ihvitations
which closely match descriptions qf pre-invitations from conversation analysis as in New
interchangé 2-I (Richards, 2001) and Spectrum 3A-I (Warshawsky & Byrd, 1994).
However, students at the intermediate level and above have high enough language
proficiency to be able to undcrst_and .meta-language and therefore, they would benefit from
explicit explanations of the interéctive functions. of .pre-invivtations. Only two of the books [
examined contained explicit explz;nations of the form and function of pré-invitationé: Say it
e ndiurally 1-C(Wall, 1998a) and Beyoﬁd talk-C (Barraja-Rohan & Pritchard, 1997).

However, it is important that textbooks which include explicli_t teaching about pre-.
invitations also accurately portray pre-invitations in dialogues and exercises. In one . |

- téxtbook, Say it naturally 1-C (Wall,- 1998a), accurate. information was presented in the

| direct instruction about th.e.form and function of pre-invitations; however,:some of the_-
diélogues and exercises did not accurately port_réy pre-invitations because the pre-invitation
and invitation came in the same turn of talk. The explicit teaching about pre-invitations is
only effective if it is supported by textbook dialogues and exercises which demon_sfrate
characteristics described in conversation analytic research.

The rﬁajor prpblem with the portrayal of pre-invitations in the textbook dizilogueé
and exercises was the sequential position of pre-invitations in relation to the invitation or to
the éonversation as a whole: In some dialogues and exéfciSes, the pre-invitation came in
‘the same turn as the invitation. With no opportunity for t.he co-participant to respond to the

pre-invitation, the interactional purpose of the pre-invitation, to try to avoid giving an.
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invitation that would likely be rejected, is lost. In other dialogues, because it waé not clear
whether the dialogue occurred in the beginning or 4t the end of a convefsatio‘n, the pre-
invitation phrase could be interpreted as either a pre-ihvitation or a simple information
question about weekend plans.

As sequenﬁal aspects of interaction are essential to an understanding of pre- -
invitations, and these aspects were problematic in maﬁy textbook dialdgues, 1t is this-
sequential aspect of interaction that needs.to be stressed in teaching about pre-invitations.
However, it is important to recognize that sequence, as described by conversation analysts,
reférs not only to structure but also the course of action being done by the talk.

Offer dialogues were much harder to find fhan request or invitation dialogues. Even
Beyond talk-C (Barraja-Rohan & Pritchard, 1997) provided no exz;mples of offer dialogues -
and therefore, no explanation of the form and function of pre-offers.” There needs to be
more of an emphasis on offers in ESL textbooks, as students need to learn n_ot' only how to
make requests but also how to make offers. This is esp'ecially important cénsid‘ering the:
preference for offers over requests. Students need to be able to recognize a preQrequest and
feply with an offer.

Some te>xtb0‘0ks pointed out the preference for offers over réqueéts through .
dialogues and practice activities. However, Whilé there were some examples of pre-:
requests in the textbook dialogues, there was no instance-of a pré-request eliciting an offer.
As an offer is the most preferred response to a pre-request, téxtbooks n>eed~t0A offer
examples of this type in order td. demonstrate the preference for offers over requests.
Another way textbooks could reinforce the prefefence for offers over requests would be to

present dialogues in which requests are disguised as offers. While there was one example
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of this type of dialogue, the ambiguous nature of the offer/request was not explicitly -
discussed in.the textbook.

The reéults of this study were similar to results 6f a 1987 study -By Scott. This_'study
found that althougil there are some accufate implicit models of the p:eferencé. for.reciuests‘

over offers, what is lacking is any explicit focus on the form and function of pre-requests:

In my study, the only textbook with explicit instruction about the language needed to make

pre-requests was Beyoﬁd talk-C (Ba[raja-Rohaﬁ & Pritchard, 1997).
Of the 23 request dialogues, one exercise and three dialogues contained pre- .

requests. The request dialogues without any type of pre-sequence sounded very abrupt. As

away to teach students to make less direct requests, textbooks often gave a list of possible

phrases to make requests at different levels of formality. For example, Richards (200 1‘).-..'3»
states in New interchange 3-I that “less formal requests are more direct than formal
requests” (p. 15) and then provides the following list as part of a grammar focus-on:

“requests with modals and if clauses” (p. 15).

(AD) Formality of requests
{New inte;chaﬁge 3-I, p. 15)

less formal Can I borrow your pencil?

' Could you please lend me a su1t°
Is it OK if I use your phone?.

" Do you mind if I use your CD player?
wOuld it be OK if I borrowed your video camera?
Would you mind if I borrowed your video camera?
Would you mind letting me borrow your 1aptop°
I wonder if I could borrow $100.

more formal I was wondering if you‘’d mind lending me your car.

This kind of continuum teaches students that the only way to make requests more direct is
to substitute one phrase for another. ‘Without any preliminary interactional work, such as a

pre-request, it is unclear whether phrases such as “Can [ borrow $100?” and “I was
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wondering if [ couid borrow $100.” are -rezlilly very different. Instead, it would be
beneficial if textbooks would explicitly point out the possibility of using a pre-request
before making a reqﬁest.

- Pre-pres were a different type of pre-sequence that was accurately represented only
in. Beyond talk-C (Barraja-Rohan & Eritchafd, 1997). ‘Conve:rsatiq'n analytic research
shows that the base first pair pért-projected by the -i)re-pre does not immediately follow fhe
pre-pre. Instead, a pre-pre is followed by talk which.is pre.lifninary to the projected base -
first pair part. However, in some textbook-dialogues, pre-pres were fbllowedby the base:

 first pair part projected by the pre-pre, exactly what should not follow the pre-pre. Also, in
one-dialogue a pre-pre was used whén the situétion described in the textbook made it clear
that'instead of a pre-pre, an offer should.have_been méde.

Beyond talk-C (.-B;rraja-Rohan-& Pritchard, 1997) offers one possibility for
applying insights from conversation analysis to language teaching. This .book not only -
provides dialogues that offer implicit models of pre-sequences as describeci by convefsation
analysts, it also explicitly teaches how pre-sequences afe used in interaction. Dialdgues in
this textbook are presented with overlap, pauses, stress, and intonatioh, all features left éﬁt
 of traditional textbook dialogues. |

Barraja—Rohén found that studénts reacted positively to this new approach to
language-tcaching (A.-M. Barraja-Rohan, persdrial corﬁmuﬂi@ti’bn}, February 17,2002).
Studeﬁts enjoyed the “real life’; _thz;t this épproach ‘brought in the language classroom and

| the use of detailed transcripts did not pose a problem iﬁ the classroom. The book also
reéceived twWo pbsitive reviews in Australia. The only problem was that some teachers had

'trou_blé with the meta-language used to discuss the CA concepts. However, this would not
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| be a problem if teachers were made a;'ware of the findings of CA research as part of teacher

training programs. -

Despite the advantages of the approach used by Barraja-Rohan and Pritchard

3 _

(1997), many students will not have the opportunity to take an entire class solely focusing
on conversation fror,ﬁ_ a conversation analyﬁc perspective. Teachers-also often teach from a
set textbook and rx.lay not have time to coilect authentic data to supplenient the textbook
dialogues or may lack training in analyzing data from .a conversation analytic pérspective.

In chapter three, I will present an approach which .would allow insights from
conversation analysis about pre-invitations, pre-offers, and pre-requests, to be incorporated
into.an integrated skills languagt_: cl’ass by supplementing the existing textbook. This type
of approach is only an intermediate step, as [ hope that textbooks will eventuélly include
dialogues that more accuratély represent natural conversati.on, as well as explicit instruction
about interaction. |

In an integratéd skills class, teachers can teach students the short lessons [ designed
about pre—invitatiéns, pre-offers, and pre-requests. Each lesson presents the features of pre-
sequences through a transcript of natural language. These lessons are written to stand
alone, so they could be preée’nted separately or together. After students are familiar with
these types of pre-sequences, teachers can follow my sqggestions for adapting dialogues
from existing integrated skills textbooks in order to incorporate insights from conversation
analyfic research.. McCarthy and Carter (1994) advocate this type of approach:

..we recognize fhat many teachers (probably the majority) work within constrained

syllabuses and with pre-selected material. It is therefore important that teachers and

learners become critically aware of what the materials are offering them, and that

they should perceive opportunities to adapt them where they are felt to be lackmg in -
the features of natural discourse. (p. 194)
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- The lessons [ prcScnt in this study z;rc limited as they describe only one feature of
natural conversation described by qonvcrsation analysts, the pre-sequence, and in
"particﬁlar, pré-invitatiqns, pre.-offcts, and pre-requests. In order to make:the traditional
syllabus more about hlteract-ion and less about memorizing lists of I;hra_scsvuscd-for certain |

. functions, similar lessons need to be created to make additional research from conversation

analysis accessible to teachers and students.
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3. APPLICATION TO LANGUAGE TEACHING
3.1 Adapting and Supplementing Dialogues from Existihg Textbooks

The three lessons 'belo_w can be used as supplements to textbooks in order to
introduce intermediate and advanced studenfs to the interaction in_vol'ved in makip'g pre-
invitations, pre-offers; and pre-requests. These leésons are based on two excerpts of 'héﬁi’tél |
conversatiqn'that were described in the literature review in chapter 1 and one exéétpt of
natural conversation not described in'this paper. For students to understand the tta‘n'é’étipté_,
feaéhers need to present them with the transcript conventions in the Appendix.

~ As an alternative to us‘irfg thése lessons, teachers can'record naturally oCcurring'prg_
invitations, pre-offers, and pre-requests and‘cte‘élté'léSSons following the model presénted in
this chapter. This is ideal; as'students will havetheoppormmty bOthtO listen to thCSpoken
, da;g: and examine Wl:itten t:axlsgpiptgs of _thq__data. : | |

After students complete. the int'roductd.ry lessons on pre-sequences, this chapter
presents questions teachers can ask Studéhts about existing fextbook dizﬂogﬁés‘ that fail to
accurately portray pre-sequences or lack pre-sequences When they are necessary. | In'thi§ ™
way, even problematic texfbook dialoglies can be used to téach more about interaction. Al

 of the textbook dialo gues presented below were analyzed in detail in chapter two.

: . Introduction to Pre-Invitations.
Students reéd_ the dialogue Below aloud with a partner and then answer '_tlhé ‘
" questions folloWing the dialogue. |
(7) - in‘\?‘i'ta’t'ion'Di'a‘lo'gue6

. (€@, 1, Nelson is the ‘caller; Clara is called to the: phone)
(Schegloff, 1995, p. 22) :

o, A 'BESTCOPY AVAILABLE
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1 Clara: Hello

2 Nelson: Hi. -

3 - Clara: Hi.

4 Nelson: - Watcha doin’

5. Clara: Not much.

6 Nelson: . Y'wanna drink?
7 Clara: " Yeah.

8 Nelson: Okay.

(conversation continues)

. Dispussion Questions
- 1. In'which part of the phone conversation does the invitation occur?
2 What is the purpose of Nelson’s question in line 4 of the dial_ggl_if_;?
3. What similar questions migh_t be used in line 4 instcad_._of “Watcha doin’?”
_ 5._ ‘Why is it important that Nelsog’.s._’questio.r_.l n .1in§_.:_4_}____c_:qmc bcfor_q_ tbe.i.r_lci(itati:on?{ ,

6. ;In line 4, does Nelson give Clara a chance.to answer his unStIOIl or does he continue, .
" talking? Why is this important?

7. How does Clara respond in line 5 to the QﬁEStizéfn in 11ne4‘7 Wh'zﬂlt‘:dfc;es th1s tell Nelson?

After smdents finish answering the qt__iestiolr‘;g{yyith a partner; the teacher elicits
answers, from students and writes ‘_t'hc.m on the board. At t_his pg__int, the teachcr leadsa.
discussion about the answers but does not comment pn_the accuracy _Qf the answers.
Finally, students read the short explanation about pre-invitations below and decide if they.

'wax_lt to 'dhange or add to any of the answers on the board.

... Reading: Pre-Invitations
(Schegloff, 1995)

“Form -
Pre-invitations come in forms such as: Are you doing anything on Saturday night? : Are you
busy on Friday? What are you doing on Monday? Pre-1nv1tat10ns are.used either near the
beginning of a conversation or near the end of a conversation. .After the: pre-1nv1tat10n the
person who makes the pre-invitation gives the other speaker a chance to answer.
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Function
~ People use pre- -invitations to try to avoid making an invitation that would likely be rejected.
The response to a pre-invitation helps people decide whether or not their invitation will be
accepted. If the response is a go-ahead response (the speaker states that they are not busy),
the other speaker can make the invitation and feel fairly confident that the invitation will be .
accepted. If the response is a hedging response (the speaker does not give a definite '
response about their plans or asks “why”), the other speaker can take a chance and make-
the invitation or avoid making the invitation. If the response is a blocking response (the
speaker states that they are busy), the other speaker can avoid making the 1nv1tat10n or
report what the invitation would have been.

Possible responses to a pre-invitation _
(pre-invitation)

Watcha doin;

(go-ahead response) (hedging response) (blocking response)
~ Not much. Well, ’'m watching TV. Why. I'm about'to leave for class.
invitation invitation no invitation " no'invitation

(opfional-r'eport what
invitation would have been)

Oh, I wanted to invite you
to dinner. .

After completing the reading, stndents go back to the discussion questio:ns and

~ decide if they want to change or add to any cf the a.ns:wers on the board. Then studen_rs
discuss the answers to the questions as a whole class Asa ﬁnal exercise, students role play
the dlalogue above two additional times. In order to remforce preference structure

students practice more preferred responses before léss preferred responses. First, students’
pra'c'tice"g"i'vihg'a"'go-ahead response to the pre-invitation in line 4. Then they practice
giving a hedging response to the pre-invitstion.

65
' 77



Using Dialogues which do not Accurately Portray Pre-In ’vitatioﬁ's
After stu_dénts have been introduced to pre-invitations with the exercisés 'above,- .

they are ready for any of the follbwing exercise'sf In textbooks, teachers will find diaiogues
like dialogue (A) below which contain an invitation without a pre-invitation. Teachers can
either add a pre-invitation to the dialogue or have students critically analyz'e' the dialogue
by answering the following quesﬁons: . | |
1. In line 1, how could speaker A have tried to avoid giving an invitation that would likely

be rejected? . : .
2. Change the dialogue to include a questidn before line i, which would bélp speaker A

decide whether or not to make the invitation.
(A) Invi-tatimll Di;;logue

(ExpressWays 3-I, p. 140}

1 A:. Would you by any chance be interested in going dancing

2 tomorrow night? _ S _

3 B: Tomorrow night? I‘m afraid I can‘t. I have to work

4 overtime.

5 A That’s too bad. .

6 B: It is. Going dancing sounds like a lot more fun than working
7

overtime. Maybe some other time.

If teachers confront a dialogue such as ((',i) below, in which a pre-invitation and
invitation occur in the same turn, teachers can use the dialogue to teach students the
importance of the pause after a pre-invitation. Teachers can ask students the following

questions about the dialogue:

1.. How might the dialogue be different if Tony hjcid pauséd after the pre-invitation?

2. How could Tony have tried to avoid giving an invitation that would lik;:'ly.be rejected?
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Invitation Dialogue

8

(New interchange 1-I, p. 92)

1 Tony: -Say, Anna, what are you doing tonight? Would you

2 . 2like to go out? . ' }

3 Anna: ' Ch, sorry, I can‘t. I'‘m going to work late tonight. I
4 : have to finish this report.

) Tony: Well, how about tomorrow night? Are you doing

6 ‘anything then? _

7 Anna:  ~ No, I'm not. What are you planning to do?

8 Tony : I‘m going to see-a musical. "Would you like to come? |
9 Anna: ' Sure. I‘d love to! But let me pay for the tickets thi's
10 time. It‘s my turn. '

1 Tony: All right! Thankst!

o

When teachers-find a dialogue such as dialogue () below that contains a question
that could be seen as either a pre-invitation or a simple information question, they can ask

students the following question about the dié‘logue:

1. What dre two possible purposes for the question in line 1?

2. Since there are two possible purposes for the question in line 1, what can help you
interpret the purpose of this type of question in a conversation?

@ Invitation Dialogue
(American Streamline Departures, Part A, p. 39)

2What are you doing this weekend?
I‘'m going out of town.
Oh? Where are you going?
I'm going to Cape Cod.
For how long? ’
Just for two days.

AN W e
Wy w W

~ Allof these exercises help teach students about both the form and ﬁ.inc%ti'o'r.l of pre-
1invitations By exploitihg some of the’pro-blems with existiﬁg tc::;ctbook dlalogues After
students have comp-leted the first acti\}_ity'with the modél.dialégﬁc; ..,tl‘1<_:r;1: theyare prepared

to think critically about other textbook dial.ogucs.
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The lesson 6n pre-offers coﬁld be taught after the lesson on pre-invitations, or the
two lessons could be completely separafel Thé lesson on pre-offers has the same structure
as the one on pre-inVitations. Students read a dialogue aloud with a partner and answer
questions about the dialogue. Next, the t¢acher elicits answers frorﬁ- students and writés'the_
answers on the board. At this point, the teacher leads'é discussion about the answers but

" does not comment on the accuracy of the answers. Then students read a short lesson about
pre-bffers and decide whether to change their answers. F inaily, the whole class discusses

the questions and students change answers based on the information in the reading.

Introduction to Pre-Offers.

Students read the dialogue below with a partner and then answer the questions.

“) Offer Dialogue

(Bookstore, 2,1:107) (Schegloff, 1995, pg. :28).

1 Cathy: I'm gonna buy a thermometer théugh [because I=
2 Les: ' (But-

3 Cathy: =think she’s [(got a temperature).

3 Gar: > [We have a thermometer.

S Cathy: (Yih do?)

6 Gar: Wanta use it? -

7 Cathy: © Yeah.

8 : (3.0)

Discussion Questions

1. What is the purpose of the statement in line 4 of the dialogue?

K - 2. What other statements or questions might be used in line 4 instead of “We have a
thermometer.” ' . '

3. Does this statement in line 4 come before or after the offer? Why is this important?

4. Aﬂer thé statement in liné 4, does Gar give Cathy a chance to speak or does he continue
" talking? WHhy is:this important? ' ' '

5. How does Gar know that Cathy might accept an offer for the thermometer? o

280 BEST COPY AVAILABLE



After students ﬁﬁish answering the questioné with a partnér, the teacher elicits
answers from students and writes them on the board. At this point, the teacher leads a-
discussion about the answers but does niot comment on the accuracy of the answers.
Finally, students read the short.explanation about pre—offers below and decide if th¢y'Want'

- to change or add to any of the answers on the board.

.. 'Reading: Pre-Offers
(Schegloft, 1995)

Form | o |
Pre-offers come in many différent forms. Statements can only be interpreted as pre-offers -
based on the context of the conversation. After a pre-offer, the person who makes the pre-
offer gives the:other speaker.a chance to respond. h ' Lep

'Funetion - S : S :

People use pre-offers to avoid having their offers rejected. The response to apre-offer
helps people decide whether or not their offer will be accepted. If the response is a go=i"
ahead response (the speaker indicates that the offer will be accepted), the other speaker can
make the offer and feel fairly confident that the offer will be accepted. If the response is a
hedging response.(the speaker gives no clear indication whether the-offer will be accepted),
the other speaker can take a chance and make the offer or avoid making the offer. Finally,
if the response is a blocking response (the speaker indicates that he/she is'not able to accept
the offer), the other speaker can avoid making the offer. '

Possible responses to a pre-offer

(pre-offer)

We have a thermometer

(gohheadrespoﬁée) -(hédging rééponse) - (blocking response)
You do? Well, I might want to buy oné.  Oh, well 1 want to buy one.
_ offer ) offer ) . nooffer - e no offer
73
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As a final exercise, students role play the dialogue above two additional times. In -
- order to reinforce preference structure, students-practice' more preferred responses before
less preferred responses. First, students practice giving a hedging response to the pre-offer

A}

in line 4. Then they practice giving a blocking response to the pre-offer.

Using Dialogues without Pre-Offers.
After students have been introduced to pre-offers in the ea(eteise above, they are
. ready for any of the following exercises. Students can look at offer diatogues 1n textbooks
that'de net contain- pre-offers and suggest possible pre-offers the partu:lpant in.the- -
convetsatten eeuld have used The questlons below could be. adapted for: any dlalogue .
which a pre-offer 1s not used but could be used For example students can answer the - A

tan« ’

followmg questlons about dialo gue (M)

NI

L. What could Ann have sa1d dlfferently in lines 12 13 in order to- make a pre-offer’7 o

2 Why mlght Ann want to use a pre- offer’7

(M)  Offer Dialogue ' - : RR

{Spectrum 3A-I, p. 3)

1 Bob: Any plans for the weekend?
2 Ann: It depends on the weather. If it’s nice, I'll
3 : probably go camping. -But if it isn’t, maybe I‘1l1l just
4 ..gtay home and clean my apartment. It could certainly "
. 5 use it. How about. you? :
N 6 .Bob: I'm going to Toronto.
7 " Ann:. "Oh, is that where you’re from?
8. Bob: No, that’s where my parents live now.. I grew up. in
9 Ottowa. :
10. Ann: .- How are you getting there?
11 Bob: I'm thinking of flying, but it depends on how much it
12 costs. If it’s too expensive, I‘1ll take the bus.
13 _Ann: 2>Well, listen, if you need a ride to the airport, let
14 me know. I‘1ll be happy to drive you, if I‘m -around..
15 Bob: Oh, thanks. That’s really nice of you..
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‘These exercises help teach students about both the form and function of pre-offers
by using existing textbook dia[ogues in which pre—bfferé are absent. After students have
completed the first acti\'.ity with the moldel dialogue, then they are prepar,ed. to add théir
‘O‘Wn pre-offers to other textbook dialbgues. |

The lesson on pre-requests could be téught afterl the lesson on pre-invitations and
pre-offers, or the lessons could be completely separate. The lesson on pre-requests-has the
-same structure as the previous lessons. Tﬁis lesson-points out to students that the most
preferred response to a pre-request is .a:prg-emptive offer. Students read a dialogue alb‘ud
Qith a partner and answer questiong about the dialogue. ‘Next, the teacher elicits answers
from studénts and writes the answers on the board. The teacher leads a diséussion about
the ansvs./.e-rs but :does not comment on the accu.racy of the answers. Then students read a‘ .v
short lesson‘a‘bout pre-requests and decide whether to Chang;: any of fheir answérs. F i,nélly, 4
the ;avhoie ;:iass discusses the questions and students chaﬁge answers based on the

information in the reading.

Introduction to Pre-Requests

Students read the following dialogue aloud with a partner. Then students answer
the questlons followmg the dialogue.

Request Dlalogue
((80) 176) (Levinson, 1983, p. 343)

-)Hullo I was just rlnglng up to ask if you were 901ng to
‘Bértrand’s ‘party-

:U-  Yes I thought .you. mlght be
Heh heh ’

> Yes would you.like a 1lift?
Oh I‘d love one

R T I Wi N
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Discussioniouestions
1. What is the purpose of the statement in lines 1-2of the dialogue?

2. What similar statement might be‘use,d-in line 1-2 instead of “Hullo I was just ringing up
- to ask if you were going to Bertrand’s party”?

3. After the statement in line 1-2, does C giveRa chance to speak or does she
continue talking? Why is this important? -

4. HoW does R respdnd'in lines 3 and 5 to the statement in lines 1-2?
5. What else could'R have said in lines 3 and 5?

6. How does C’s statement in lines 1 and 2 help elicit an offer from R in line 5?

After students finish answerir'lé the quéétions with a partner; the teaﬁher elicits
“answers from students and writes them on the board. At this point, ;he teacher leads a
d.iscuss.ion a'boﬁt the answers but does .not co@ent on the accu.racy of the answers.
F iﬁally, studenté read the short explanétion about pre-invitations below and decide if thgy

want to change or add to any of the answers on the board.

Reading: Pre-Requests .
(Schegloff, 1995)

Form ‘ : L .
Pre-requests come in many different forms. Statements can only be interpreted as pre-
requests based on the context of the conversation. After a pre-request, the person who
makes the pre-request gives the other speaker a chance to answer. C

F unction
People use pre-requests to try and get an offer rather than having to make arequest. If they
~ do not get an'offet, then the response to a pre-request helps them decide whether or not
their request will be granted. The most favorable response to a pre-request is for the othep
_speaker to make an offer. The next preferred response is a go-ahead response (the speaker
indicates that there is a possibility that the request will be granted) ‘For'example, if a
speaker asks the question “Do you still have the book?, then a go- “ahead response would be
“Yeah.” In this case, the speaker can make the request knowing that there is-a possibility
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- that-the request will be granted. “If the response is a hedging response (the speaker gives no
clear indication whether the request will be granted), the other speaker can avoid making
the request or take a chance and make the request. If the fesponse is a blocking response
(the speaker indicates that he/she is not able to grant the request), the other speaker can
avoid making the request altogether.

Possible responses to a pre-request _
- (pre-request)

* Hullo I was just ringing up to ask if you were going to Bertrand’s party.

(offer) (go-ahead response) (hedging response) (b'lqck'ing ré'spbnse)
3 Yes, would : Yes. Well, I 'm not sure yet Sony 'm aftaid 'm not.
you like a lift? . /\
request request no request no request report of request

After completing thé reading, students go béék to tl;e discﬁséion questio'ns and
decide if they want to change any of their answers. Then students discu'ss’t'he‘énswéfs‘-_to ;
the questions as a whole class. As a final exeréise, students role play the dialbgueab‘é?e
two‘ additional times. In order to reinforce that offers are preferred over réquésts, students :
first practice giving a preferred response, an offer, and then a less'préfer.rfé,d response, a.go-

ahead response.

- Using Dfalogue.s: without Pre-Reques;ts
Aﬁef stu‘deﬁts have been 'introduc,f:d to pre-requests in the exercise above, they ar(f.', ‘

ready for any of the following exercises. Students can look at request dialogues in
“textbooks that do not contain pre-requests and suggest possible pre-requests, thé pzirt-icipanf .

in the conversation could have used. The questions below could be adapted for any
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dialogue in which a pre-request is not used but could be used. For example, students can

answer the following questions about dialogue (W)

‘1. Why might Michael want to use a pre-request?

2. What could Michael say differently in lines 1-2-in order to check if his request is hkely
to get accepted or to get an offer?

@) RequestDialogue
-(Saynit.naturally 1-C, p. 146)

Michael: -Hey, Jose, would you mind lending me your accountlng

1

2 book this evenlng‘> I left mine at school. _
3 José: Sorry, Mike, but I‘ve got to use mine tonight to study
4 for a big test tomorrow. Maybe you can borrow

S Robert’s. =

Students could answer the following questions.about dialogue (V) below.

1.- Why. might Jack want to use a pre-request?

2. What could Jack have said differently in lines 4- 5 in order to check to see if his request‘
is llkely to get accepted or in order to get Rod to make an offer?

R S S
(V) :Request Dialogue

(New interchange 3-I, p. 14)

1 Jack: Hi, Rod. This is Jack.

2 Rod: Oh, hi, Jack. What‘s up?

3 Jack: I‘'m going to my best friend’'s wedding this weekend.

4 > 1'd love to videotape it.. Would you mind 'if I

5 ->borrowed your video camera? .

6 Rod: . yeah. That’s OK, I guess I don‘t think I‘11l

7. ' 'need it for anythlng <

8 Jack: Thanks a million. ]

9 Rod: "Sure. Have you uséd a video camera before? It‘s

10 pretty easy. _
11 ..Jack: .. Yeah, .a couple of times. Would it be OK if I picked.

. 12 ' ‘ " it up on Friday night? : '
13 Rod: Fine, no problem.
BESTCOPY AVAILABLE
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These exercises help teach students about both the form and function of pre-
requests by using existing textbook dialogues in which 'pre-requests are absent. After
students have completed the first activity with the model dialogue, then they are prepared

to critically analyze additional textbook dialogues:

3.2 Training Students to C'olleet—;ztnd. Analyze N'atura’l‘ ‘I:unguage :

The following section will describe activittes for students :to cr)lleet and. analyze
natural language in order to learn about invitations, offers, and requests. If- this- researet.r.is
conducted at a university, the instructor would need to éet permission to use hurnan
subjects from the university’s institutional rev.iew’tz)oard..” o ..

Burns, Gollin, and Joyce (1996) recommend that students act as language.
ethnographers by 1nvest1gat1ng turn’taklng pattems and strategies, as well as turn tslpes.
Whlle aspects of natural speech such as turn taklng can bestudled in any recorded talk,
1nv1tat10ns, offers, and requests are harder to find as they do not occur in every ' N
conr/ersatir)n.

As it is difficult to find and record naturally oceurring invitations, offers, and
requests, one alternative is for students to call an English speaking friend, make a pre-
invitation, pre—offer, or pre-req'uest and then record the friend’s response. This is not
“natural’; data in the sense that the student is makrng an invitation, offer, or request for tne
purposes of learning more about pre-sequences. However,' it would give students some
experience with pre-sequences and give them an idea of possible responses to the pre-

sequences studied 1n the classroom. The person called should be someone the student
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might make an invitation, offer, or request to anyway, and the invitation,- offer, or request
should be “real;’ in the sense that is carried through if the other speaker accepts.

One important issue when recording natural data is-to get permission to record. If
students record phone data, they need to ask permission of the otherv,speaker on the phone
before the conversation. The phone conversation can be recorded using a phone p.ick-up
device wh1ch is attached to the student’s phone These plck-up devices are 1nexpenswe and
they could be shared amoné’classmates The laws about phone recordlngs vary by state
and country, ) teachers need to check legallty and restrrctlons on phone record1ng in their
'reg.ron before g1v1ng students th1s ass1gnment | |

One technlque for students to get an 1dea.of the-way people make requests Would be
to ask students to tape record serv1ce encounters Students could choose locatlons such as
the front. desk of a graduate dormltory, the. front ofﬁceof a school- or a small .con‘venlence
storel If students record datallna serv1ce encounter they need to ask permlss1onof the ‘.

superv1sor, employee, and customer, be_fore makmg the recordlng.
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4. _CONCLUSIONS AND IMPLICATIONS

In this study, I presented research on the petential use of cenversatioh analysia asa
resource for language teaehin/g. Then I presented CA literature on a particular practice of
otga_nization in talk, the pre-sequence. This literature review served two purposes. vFirst, it.
informed teachera and textbook writers ahOut an aspect of talk in lnteraction. Sec'ond, it
was used to evaluate textbook dialogues and suggeSt im’provements..A After a discussion of

. the methpdology used in ~this study; I presentecl the data analysis of invitation, offer, and -
request dialogues in ESL textbooks, as well as adiScussion of the implicatio‘ns of this data
analysis for language teach'thg. Next, I suggested two different types of application: to
language teaching: adapting and supplementing existing textbook dialogues and trainihg
students to collect and analyze natural data. In this chapte_r, [ will discuss implications. of

this study for conversation analysis and language teaching.

4.1 Implications for Conversation Analytic Research
This study attempts to ‘;apply” conversation analysis to the field of second language

teaching. Although textbook dialogues are not natural conversation, the study of these
“dialogues brought up areas‘ for further research for the field of conversation analysis. In |
choosirlg textbook dialogues to. analyze, I looked for sequences of the type that were
re;;resented m the CA literature. I excluded some cases from the study because they were
not reI.Jres.ented. in the CA literature and the problem that would be solved b"yldoing.a p"réi
sequence did not exist,"so a pre-sequence was not necessary. However, this neede to be .A
tested with recerded data of natural conversation. As there are no CA data available on the
tyt)es of situations I excluded from the study, more data on pre—sequences needs to be

.colleeted.:
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Research is also needed on the kinds of invitations, offers, and requests which are
most often preceded by pre-sequences.' Are there some types of invitations, offers,A and
requests tha-t are preceded by pre-sequences more ofteﬁ than others? Are there éome types
of invitations, offers, and requests where the use of a pre-sequence 1S _obtional?

This study also bn’ﬂgs up questic%ns about variation in the form of pre—invitatiqns.
Are some Pre—inyitqtions more suggestive of the upcoming invitation than others? For
example, is there a difference between “What are you doigg Saturday night?” and “Are_ you
blu’sy Saturday night?” Is the second of these pre-invitations more suggestive than the first

of its potential character as a pre-invitation?

4.2 impliéation’é for SLA and Second Language Pedag’ogy»'
There are two possible approaches to applying'CA research to second language

teaching: a direct and indirect approach. With the indirect approach, textbook authors can

use CA research to prepare ESL textbooks which display an understanding of interactional

feat}.ll:f:AS: of talk Howe'vér? in this approach there is no direct instruction of how
conyersatggngl sequences, 6r courses of action, are implemented tﬁrough talk. One
advan@ge of this approach is that it can be used at all levels of language teaching, even
w1thbeg1nnmg ;tudents who lack the meta-language neceséary to discuss conversaﬁonal ,

sequences. Another advantage is that even teachers who are unaware of CA research

findings can provide students with input that is closer to natural language.

~ The major disadvantage of the indirect approach is that if conversational sequenées A
ate not pointed out to students, they may never be learned. Evidence for this comes from

studies which show that advanced language learners are often unaware of the structures and -
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functions <‘)f conversation. Iﬁ a conversation analytic study, Golato (2002) provides an
example of how differences in compliment responses képt a coﬁversatiqn frOHi going
smoothly between an American who is a native speaker of English and three Germans who
are advanced speakers of English. Another 'study eXa_mined whether or not advanced ESL
~ students could understand indirect re5pon’scs, or implicature (Bouton, 1988). When |
students who received no direct instruction were retested after four and a half years; they ..
showed greater understanding in some areas, but no improvement in other areas.: This
research.-shows- that direct instruction is needed for advancéd-leamers to. understand soime
aspects-of conversational sequences. This is not surprising, as even native speakers.are not
corisciously aware of the structures and ﬁmctions of conversation (Wolfsqn, 1989),

Direct-instruction in conversational sequences. is especially important for ad'Qanced
language learners. .While native speakers may attribute miscommunication with beginning
learners to lack of proficiency, in miscommunication with advanced learners “the source of | |
the difficulty is more likely to be-attributed to a defect in a person (or a cuiture) ... than to
an NNS’s inability to map the correct linguistic form onto pragmatif; intentiohsf’_ (Gass &
Selinkér, 200i, p- 244). So, the direct a{pproach, which involves bothAthe use of natural
language in the classroom and explicit teach’ing about conversatibnal sequehces, has.
advantages for advanced learners. |

Other researchers have advocated a direct approach:to teaching conizersatién
(Bar’raja:Rohan, 1997., 1999; Barraja-Rohan'& Pritchard, 1997; Celce—Mur‘cia-, Dﬁmyei-,i&
Thurrell; 1997; Doémyei & Thurrell, 1994; .Ga;dnér,-1994;,Geluykens, -1993;-Hanamura;_: -
1998; Slcc')tt, A1987; Scotton & Bernsten, 1988; Sze,.1995; Wong, 1984, in press). . However,

only Barraja—Rohan & Pritchard.(1997) advocate a direct approach that would involve
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teaching about conversation at the level of detail of CA transcripts'with information‘-abo‘ut
pauses, intonation, and word stress. I propose a direct approach with this level éf detail, as
well as with a focus on the idea that sequence, as defined by conversation analysts, refers to
more than just the structure of conversation, it refers to interactive courses of action.

The lessons presented in Chapter 3 are models for how a focus on the form of
conversational sequences could be included in textbooks. This focus on form involves
presenting students withvshort-reco_rdi‘ngs and CA transcripts of natural language, élong
with questions to prompt their thinking about conversational sequernces. Studeﬁfs then
discuss the questions as a class. Thqd, they receive explicit instfuction about the forms and
functions of conversation and go back to reexamine the natural langllége. In the future; I
hope that more textbooks will offer at least implicit models of langliage -which are
intefactionélly accurate and include explicit instruction about conversational sequences.
However, until then, I argue for an intermediate step which I describe in Chapter 3,
adapting and supplementing existing textbook dialogues with questions and short lessons
on the interactional features of language.

‘There are still other.options for a focus on the form of conversational sequences in
the class-room. One option that I diécussed in Chapter 3 is to have students collect natural
language outside the language classroom. Another option is for teachers to collect natural _
language inside the classroom by recording student talk, and then choosing some part of the
talk to transcribe and examine with students.” Together, the teactier and students can
examine this talk for features such as pre-sequences; conversation openings, turn-taking,
adjacency pairs; répair, pfefe’rred anddis'p‘réferred responses, as well-as pre-closings and "

. )

closings. ‘T acknowledge that this type of classroom activity may be too time-consuming to-
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be feasible for practicing teachers. One possible solution is for university faculty members
and graduate students to conduct this kind of reseaich in action research components of -
applied linguistics programs (Markee, 1997‘)_.

As mentioned in Chapter 11 direct approachés.to teaching conversation a..re similar
to direct approaches to teaching grammar where feedback is given to students about the |
forx‘p's and functions of conversation (Richards, 1990). While the strong approach to
communicative language teaching does not include a focus on form, more rece_ﬁtly thére'
hasbeen support for incorporating the direct teaching of grammar into the connnuﬁiqative '
apﬁroach (Dérnyei & Thurrell, 1994; Ddughty & Williams, 1998; Fotos, 1994; Wi-.lli’a.r'ns,-: _
1995). While‘ these researchers have advocated-a focus on form at the levél of syntax and’
morphology, as conversational sequences.ate similar to grammatiéal. rules in the sense thit
they are unconscious, I am proposing to exfend this focus on‘form to converéational S
sequences. Celce-Murcia, Dérneyi, & Thurrell (1997) also advocate this type of-approach:

... the direct approadh we have in mind would also iﬁclude a focus on Higher lev'elj

organizational principles or rules and normative patterns or conventions governing

language use beyond the sentence level (e.g., discourse rules, pragmatic awareness,”

strategic-competence) as well as lexical formulaic phrases. (p. 146)

Further suppoﬁ for the direct teaching of conveysatiolnal seqﬁences comes with |
Cglce-Mﬁrcia, Dormyei & Thurrell’s (1995) model of communicative coﬁlpete@cé.

Building on earlier models of communicative competence (Canale & Swain, 1980, Cahalle_,

1983), this model includes discourse competence, which involves teaching conversational

structures such as openings and closings, as well as preferred and dispreferred responses.

~ Another part of this model is actional competence, “competence in conveying and
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understanding communicative intent” (Celce-Murcia, Domyei, & Thurrell, 1995, p.-17)

through knowledge of language functions. ‘

A direct approach to teaching conversation is also supported by Gass’ (1988)' model
of second language acquisition, whieh combines environmental and mentalist positions of
second language acquisition. Gass” (1997) original deﬁnition:of granlmar has expanded ro
include phonology, morphology? syntax, semantics, and pragmatics. In this model, the .
second language acquisition process begins with apperceived input, or input that the learner
focuses on or notices.. Attention is an important part of not-ioing as “it allows a, learner- to-
notice'a mismatch between what he or she knows about a language and what is produced
by speakers of the second language’; (Gass & Selinker, 2001, p. 403). Attention, prior
knowledge, frequency, and affect are all factors that influence what becomes apperceived
input.

.However, in Gass’ model, noticing is not enough. Only sorne of the apperoeived
input is comprehended or understood by the learner. An even smaller amount of this.
oorn;renended 1nr)ut becomes 1ntake oris used to. form and test hypotheses about
language. Wlth the Gass modei_, d1rect.1nstructron in conversatronal-structnres and
functions may help increase the amount of apperceived input by contrlbutlng to prior
knowiedge However only a portion of this appercelved input would beeome 1ntake

Schmidt (1990, 1993) argues that “noticing” plays an even stronger role in language

learning. I agree with his notion that conscious “noticing” of input can convert input

directly into intake. Therefore, explicit teaching about rules in the language classroom can

help students “notice” aspects of natural language outside of the classroom and

subsequently convert input into intake (Schmidt & Frota, 1986). This is demonstrated in a )
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diary study conducted by Schmidt aﬁd Frota (1986) which examined Schmidt’s acquisition
of Portuguese during a five-month stay in Brazil. During the trip, Schmidt kept a journal
about his conversations and tape-recorded a conversation about once a month. The
material from the journal, class notes and text were compared with the t_a_pe-re‘cord.ed ‘
conversations in order to see if there was any correspondence between What Schmidt
noticed and what he said in co_nvers_.ation.'

Through this coiﬁparison,.Schr_nid_t and Frota (1986) found th.at most of the |
grammatical.constfuctions “noticed” in conversation weré those that were taught in class..
The tape-recorded conversations provided evidcnce that these constructions.had been part
' of the input comprehended by Schmidt from the beginning. Howeyer, Schmidt only began
to _usqtl-les‘e for,Ins after he “noticed” th_em, This _dcmons_trates,thét pointing out structures,
in a language classroom can make them more salier_lt to the language, léar_ner and more.
likely to be “noticed” from all of the input in conversation.

Anecdotal evidence from my own learning.of Portuguese supports ;the idea that
’direct instruction about conversational sequences also may encouragé ‘_‘npticing_” and |
eventually, second langUage ac_quisitigri. Aﬁe:-leaming. about pre-sequences in a course on
CA, I overheard a Brazil_ian, friend using a,prc_:—regueét on the telephone when he was trying
to-get a ride to the airport. Schmidt’s “noticing” hypothesis can explain how my .prior .
knowledge about pre-sequences helped convert input into intake. Similarly, after an,
..intr‘qdygtion__,to prc-_sequénceg_in.‘thc classroom, s_.'tudents may. not immediately begin
producing pre-sequences, but they are more likely to notice the use of p_re—séqu_efnqes L

-outside the classroom.
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I have discussed both how and why conversational structures and functions should
be taught. An equally important question is whethér ér hot_ these structures and functions
can be learned. Research conducted on the effects of pragmatic instruction in areas such as
compliments, pragmatic fluency, apologles and pragmatic routines-and strategies |
(Billmyer, 1990; House, 1996; Olshtain & Cohen, 1990; Wildner-Bassett, 1994) has shown
positive results of the teaching of pragmatics. However, much of this data was collected
with discourse-completion 'questionnaires, role-play, elicited'cothersati:on,- and multiple-

choice questions. While these methods can show student’s ideas about language; they do

" not demonstrate if student’s talk would actually change in interaction.

There is a need for CA studies of how iinderstanding of tonversational séquences
develops, in order to show how miscommunication occurs in talk in interaction. Golato
(personal commiunication, April 3, 2002) is currently conducting this type of CA study

about how word search behavior differs among students with vzir'ying proficiency levels in

- German. Research is also needed on the:long-term effects of instruction about

conversational sequences. Finally, résearch is needed to €xplore possible differences
between the acduisition of grammar rules and conversational sequences.
Ttis béy'ond the scope of this thesis to €nter into a discussion on the extent to which

conversational sequences can be taught (see, however, Kasper, 1997): However, research

such as that of Schmidt and Frota (1986) does suggest a lirik between conscious “noticing”

of forms ‘and their acquisition. This is why I advocate a direct approach to the teaching of
conversational sequences.
If students are to learn about interaction, pre-sequences are an important part of the

picture. As pre-sequences such as pre-invitations, pre-offers, and pre-requests project
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future actvions, language learners need to able to recognize these types of pre-sequences in
order to be able to respond appropriately. Also, pre-invitations, pre-offers, and pre—requeéts
- are a resource language learners can use to eveid receiviﬁg dispreferred responses.
_Teaching students about interaction involves more than just giving them a list of phrases to-
memodze._ Students must also leafn the functions of the turns and importance of the
sequential position of turns in interaction in disi)laying that function.
In addition to the need for materials QMch display an understanding of the
interactional features Qf talk, teachers need to be made aware of the .f-mdings of CA
_research in order to be able to give students an understanding ef fhis interactional nature of
conversation. In this way, teachers can train students to use a critical eye when examining
. existing textbook dialogues. Final}y, students can be encouraged to collect samples of
natural conversation to become more -av_vate of the language used around them. This will

better prepare students to successfully use language in interaction outside the classroom.

Notes

! However although observations can provnde a'check against intuitive assumptions, there are also problemns
with observations (as opposed to recordings) of natural conversation as “specific details of naturally situated -
interactional conduct are irretrievably lost and are replaced by idealizations about how interaction works”
(Heritage, 1984, p. 236). :

‘2 The conversation analytic data segments in this thesis follow the transcription conventions summarized in
Appendix A. These transcription conventions are adapted from Atkinson and Heritage (1984, pp. ix-xvi).

When speech is quoted from natural conversation, the punctuation mark for the sentence will be placed
outside of the quotation marks. Any punctuation inside the quotation marks refers to transcription
conventions. When speech from textbook dialogues is quoted, the same procedure will be followed.

However, the punctuation in the textbook dialogues does not refer to the same transcription conventions used
by conversation analysts to transcribe natural conversation because it is not transcribed speech but rather -

- invented speech. Exceptions to this are the dialogues from the textbook Beyond Talk (1997). These
dialogues follow transcription conventions described in footnote 4.

¢ In contrast to the other textbook dlalogues dialogues from Beyond talk: A course in communication for
intermediate adult learners of English (1997) are based on natural conversation, not invented speech. The
transcription conventions used in these dialogues are slightly different from those described in Appendlx A
. The dlfferences are listed below (Barraja-Rohan & Pritchard, 1997, pp. 10-11): :
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Intonation contours:
« { voice falls (high fall)
o T voice contracts (high rise)

e llow .fa.ll

e T lowrise

e - sudden cut-off
e _voice is level
Rhythm:

Slower speech is mdlcated by spacing out letters and faster speech is mdlcated by contractmg letters
Faster speech: - Rob: yeabir catch you laterd
: Lily: Thm{ okayd seeyoul
Rob: sy P
Slower speech: Chris: [please please] blease ) gle_asel«'
3 Here 1s the actual form of the exercise in the book. (ExpressWays 2W-1, p. 6).

Put a check next to the correct line.

A Could I ask you a favor?
B: . __. Fine. And you?
, What is it?
A .Could you lend me your car to plck up my son" .
B: " Whatis it? '
. ~ Al right.
A: Are you sure? o
B: __ Yes. I’'m not going to lend you my car.

__ Yes. I’d be happy to lend you my car.
Thanks. I appreciate it.

>

¢ Conversation analytic transcription conventions allow for some changes from standard English spelling as
part of “an attempt to get as much as possible of the actual sound and sequential position of talk onto the

page...” (Atkinson & Heritage, 1984, p. 12). In order to highlight differences.between spoken and written
language teachers can ask students to rewrite the transcripts using standard English spelling. P
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APPENDIX: TRANSCRIPT SYMBOLS
‘(adapted from Atkinson & Heritage, 1984)

[ '] Overlapping utterances

= Latching: when there is no interval between adjacent utterances

0.2) Timed silence within or between utterances in tenths .(.)rf a second
- An abrupt cutoff of a word or‘sound

() Unclear hearing

«» Comments, details of the scene

-E)u(tension of the soun‘d-’

‘Falling intonation, e.g. sentence final.

.Contin‘l.iing intonation

? Rising intonation

_ Stressed syllable -
WORD " Louder than surrounding talk
° Quieter th'an.'sur'rounding talk -
T;»L : Marked chaﬁge in pitct:u upward or dOanarci : |
- (h) Aspirations
(.ﬁ) Inhalations
< > | Uttk‘:rané:e. is delivered at slower pace thart surrounding talk -
> < Utterance is delivéréd at q.uicker pace-thz'm surrounding ta’ilg :
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